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Abstract 
Bound Yet Free Christian School is an organization committed to a growth mindset. The 
principal, author of this OIP, is given the task to lead organizational change and improvement. 
The school’s Board of Directors invests in school improvement efforts, making use of external 
evaluations and encouraging professional development. Building on the previous external 
evaluations of the organization, two of the local school board’s resulting initiatives are explicitly 
addressed in this Organizational Improvement Plan. Making academic success a priority while 
building teacher capacities in intelligent, evidence-based pedagogies are the goals. A specific 
focus on assisting student development of responsibility and ownership for their learning is the 
focal point for improving student learning. This plan seeks to outline a detailed strategy for 
building teacher capacities in evidence-based practices for improving student responsibility and 
independence. Such pedagogies include sharing learning goals, metacognitive strategies, 
assessment for and as learning, and academic press which focuses on the co-responsibility of 
teachers and students to create and protect a conducive learning environment. Using a Christian 
servant leadership paradigm, where love serves as the supreme ethic, and with the goal of 
establishing a culture for continuous improvement, this plan seeks to make use of an 8-step 
organizational approach to change and then complement that approach with the implementation 
of a Plan-Do-Study-Act process. In order to initiate this change, the problem of practice, namely, 
the poor development of ownership and responsibility for learning among many BYFCS 
students, demonstrates the necessity for creating a sense of urgency among stakeholders. 
Communication of this plan with stakeholders takes a one-sided messaging approach, providing 
an evidence-based rationale for its necessity. Various elements of the plan are shared with 
parents, Board members, staff, and students in order to create a uniform understanding for the 
vision of change. Particular attention is given to the important role of building a guiding coalition 
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among the teachers to receive initial feedback on the plan, to develop clarity of goals, to maintain 
focused attention on those goals, and to help ensure the momentum for continuous improvement.  
Keywords: building teacher capacities; organizational change; PDSA; student ownership; 
informed prescription; continuous improvement 
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Executive Summary 
 Schools are organizations that are involved with one of a community’s greatest assets: its 
youth. Bound Yet Free Christian School seeks to ensure that the youth under its care and tutelage 
receive the greatest Christian education available. One area where student growth and 
development can be prioritized is in student ownership and responsibility for learning. 
Responsible learners do their own thinking and take ownership for their choices of action 
(Wiersma & Licklider, 2007). In fact, much of the literature focuses on student ownership as a 
key element in individual development (Cannata, Redding, & Nguyen, 2019; Turkay, 2014; 
Hood, 2012; Newman, 2012). Wiersma and Licklider (2007) suggest that students grow in their 
ability to take responsibility as they change their habits, develop critical thinking skills, have a 
greater awareness of self, and engage in metacognition. Students need to become intentional 
learners and to think about and reflect on, their own learning in deep and meaningful ways. This 
paper suggests that as teachers develop capacities in sharing learning goals with students, 
developing the use of assessment for and as learning skills, in having students learn and use 
metacognitive strategies, and in using academic press, student responsibility and ownership for 
learning ought to grow.  
 Schunk (1990) demonstrates that students who receive learning goals choose the more 
challenging tasks and persist through them regardless of the previous assessments of their ability. 
Even more than this, receiving a learning goal helps to enhance metacognition skills such as 
planning, self-monitoring, and self-assessment (Locke & Latham, 2006).  Assessment for 
learning is “designed to make each student’s understanding visible, so that teachers can decide 
what they can do to help students progress” (Earl & Katz, 2006, p. 29). Earl and Katz (2006) 
further go on to explain that this practice enhances student motivation and commitment to 
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learning. It demonstrates that teachers are committed to seeing students move forward in their 
varied skills. It also should lead to assessment as learning which seeks to develop in students a 
sense that they are “capable of becoming adaptable, flexible, and independent in their learning 
and decision-making” (Earl & Katz, 2006, p. 42). Assessment as learning helps students reflect 
on their growth, develop critical-thinking skills, and set goals for the next steps in their learning. 
The student learns to search for the things that the teacher is looking for before he or she submits 
an assignment. It is particularly assessment as learning, a subcomponent of metacognition, which 
will demonstrate a student’s ability to take ownership for his or her own learning. Metacognitive 
skills are “skills and processes used to guide, monitor, control and regulate cognition and 
learning” (Zohar & Barzilai, 2013, p. 123). Metacognition, in short, is focused on helping 
students gain an increased understanding of how to learn and it includes “an awareness of one’s 
own thinking and reflection on the thinking of self and others as an object of cognition” (Kuhn & 
Dean, 2010, p. 270).  
The final strategy or perspective for improving student responsibility is academic press. 
Werblow, Urick, and Duesbery (2013) explain that in schools characterized by strong academic 
press, “teachers set high, achievable goals for students; students and teachers perceive that 
students work hard; and students are respected for their accomplishments” (p. 273). Romi, 
Lewis, and Katz (2009) explain that responsibility includes the “students’ willingness to exercise 
their own learning rights and to protect others’ rights to learn and enjoy physical and emotional 
safety” (p. 441).  The emphasis here is the co-responsibility of students for each other. Students 
need to learn, and teachers need create the sense that the learning space is a community where 
we, teachers and students alike, have a responsibility towards each other. Alison Cook-Sather 
(2010) suggests that is co-responsibility encourages teachers or administrators to provide 
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students an opportunity to give feedback about their learning experiences. The students in her 
study desired to give feedback “in a constructive way that would (hopefully) prevent some of the 
problems we see in our teachers from developing in future teachers” (p. 16). Mandouit (2018) 
explains that teachers need to see the process of student feedback as an opportunity for growth 
and development, not a measure of their performance. Teachers at BYFCS will eventually be 
encouraged to garner student feedback to inform their practice. 
 A commitment to these strategies must be preceded by a commitment to building the 
capacities of teachers in these areas. Guskey (2003) explains that while “effective professional 
development surely requires time, it’s clear that the time must be well organized, carefully 
structured, and purposefully directed” (p. 749). This is echoed by Fullan and Quinn (2016) who 
speak about clear direction and remaining focused on clear goals when initiating change. A 
thoughtful process where the organization will follow Kotter’s (2012) eight step organizational 
change model and complement that with Deming’s (2000) Plan-Do-Study-Act model is outlined 
in this paper. This Organizational Improvement Plan seeks to provide a template for structural 
organizational change in developing the capacities of teachers in a consistent way so that the 
process for change, as well as the intelligent practices for improving student responsibility, 
become systemic.  
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Chapter 1 – Introduction and Problem 
Bound Yet Free Christian School (BYFCS) [anonymized] is an independent Christian 
school in rural Manitoba. The school’s mission statement explains how “parents of [Bound Yet 
Free Christian School] envision [BYFCS] as a place where students and teachers are engaged in 
the study of various subjects enlightened by the Word of God…” (BYFCS, 2018a). This 
statement makes it clear that it is the parents who have the vision for the school, who established 
it with a clear purpose, and that all subjects are studied through the lens of the Bible and a 
Christian worldview. It is a particularly pertinent point that BYFCS was established and is 
maintained by parental consent. It is a fundamental belief that parents are given the task by God 
to instruct their own children and to prepare them for engaging participation in this world. 
Parents may work collaboratively, but they cannot abdicate their responsibility in this. Because 
of the foundational role that parents play in the organization, any significant changes need to 
have parental support. This support will initially be sought at the Education Committee and 
School Board levels but in order to initiate systemic and lasting change, the whole parental 
community needs to understand the need for change and the strategies used to address this need. 
This level of parental involvement may differ from other school systems, but because parents of 
involved in the governance of the school, their role is considerable. Anfara and Mertens (2008) 
make it clear that “children benefit when their parents participate and are supportive of their 
schooling” (p. 61), and that garnering this involvement is not always easy. It remains a priority at 
BYFCS that parental involvement and engagement is maintained.  
In 2018, the school added a three-fold purpose statement to the mission statement 
(BYFCS, 2018a) to make it clear to what it is the organization aspires. This purpose statement is: 
Growing in Grace, Equipping for Excellence, and Learning for Life. This three-fold statement 
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encapsulates how the work of learning and educating is never finished. It underscores the 
school’s growth mindset as the organization keeps growing, equipping and learning so that it can 
help students to grow in grace, be equipped for excellence, and to be lifelong learners. These 
aspirations are guided by an overarching purpose that students are prepared “for living a life of 
Christian discipleship in contemporary society” (BYFCS, 2018a, p. 1). Training at BYFCS is 
rooted in a biblical worldview with a goal to prepare students to be engaged Christian wherever 
they are. As the cultural norms and standards change, this purpose does not.  
The specific goals of BYFCS include teaching students to know the Triune God and to 
serve Him, to help students know their place in this world as children of God, to help them 
mature and to use their talents in service to others throughout the world, and to help them 
develop critical thinking skills and to discern truth from error and right from wrong (BYFCS, 
2018b). These goals should guide the daily work of teachers in the classroom as well as the 
Board of Directors in their boardroom discussions. They should also guide the foundation for the 
Organizational Improvement Plan (OIP). Specifically, this plan seeks to help students use and 
develop their critical thinking skills and equip them to mature in their learning as they grow in 
taking ownership of it.  
BYFCS is also a provincially funded independent school with financial assistance given 
to it at approximately 50% of the public school’s operating budget per student. This makes 
parental choice for children’s education an affordable option and this parental choice is an 
important value of education in Manitoba 
(www.edu.gov.mb.ca/k12/schools/ind/funded/index.html). With strong community support, 
including financial assistance, all children in the church community of BYFCS would be able to 
attend the school if parents choose this option. This school is also committed to submitting to the 
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policies and procedures of the Manitoba government as it pertains to curriculum, administration, 
teacher permits, etc. It is permitted to award the Manitoba Secondary School diploma once the 
students have successfully completed the provincial requirements for graduation. The school is 
inspected biannually by the government’s liaison for independent schools to ensure that it 
complies with the standards outlined by the government’s policies and directives. Despite the 
positive working relationship between the government and independent schools, being a funded-
independent school has its challenges. Sometimes there is a tension between government policies 
and directives over against the school community’s values (Chapman & Salokangas, 2012). The 
independent school, though, can usually submit to the government’s directive by applying the 
Christian worldview to that directive. The government of Manitoba partners with independent 
schools in the province, and the relationship between the Manitoba Federation of Independent 
Schools and the government continues to be solid.   
This school is governed by a Board of Directors who are voted in by the members for 
three-year terms and Board members can serve a maximum of two terms consecutively. The 
constitution of the Board (BYFCS, 2018c) mandates all Board members “with the general 
management and supervision of the affairs and operation of the School Society” (p. 3). They do 
this by managing the school’s policies, appointing members to standing committees tasked with 
reviewing curriculum, taking care of the property, being good stewards of the finances, and 
managing the technological needs in the school.  It is the Board, with the principal, that 
interviews teacher candidates and appoints them to serve in the school. The Board is also 
charged with appointing the principal who is given the task to assume responsible leadership of 
the school, to serve as the educational expert and as the Chief Operations Officer, to supervise all 
personnel, to be responsible for the education, safety, and conduct of the students, to implement 
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the school’s programming, and to represent the school to its membership and to the public 
(BYFCS, 2016a). The principal is given the task of organizational management. While she or he 
is guided by the policies of the school, there is a lot of latitude within the organization for the 
principal to exercise creative and collaborative leadership in order to help the organization grow 
and improve student learning.  
 The leadership of the Board and the principal have been working harmoniously over the 
past five years. There is a unified desire to see the organization grow as a place where teachers 
are developing their pedagogical craft to increase student learning and academic achievement. 
The Board demonstrated this growth mindset by inviting an external evaluation of the 
organization to be done by a group of educational and school organizational experts both in 2014 
and again in 2018. These evaluations include surveying the membership, teachers, students, 
Board members, and administrators. They also include a review of policies, organizational 
structure, and face-to-face discussions with the Board, with all staff, some students, and 
numerous discussions with administration. In 2016, the Board invited an external evaluation of 
the principal. This includes many of the same steps to the organizational external evaluation. 
These evaluations provide much feedback to the organization and the principal about the things 
they are perceived to do well and those areas in which growth is encouraged. In 2014, the 
external review includes a recommendation to address student readiness for post-secondary 
studies and to improve the culture at the school to increasingly value academic learning 
(BYFCS, 2014). Among the 2018 recommendations is the need to ensure that students are 
sufficiently equipped for life after they leave BYFCS. They also recommend building the 
capacities of staff in the area of new teaching strategies that deal with changing student learning 
styles and raises the academic bar (BYFCS, 2018). These external evaluations help serve as the 
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impetus for the OIP. There are too many students who are passing through BYFCS without 
learning how to take ownership for their own learning. There is little collaborative work being 
done by the staff in the area of capacity building. The staff is just beginning to ask the question: 
What can we do to help students take greater responsibility for their learning? 
The school’s Board expects the principal to serve as the educational expert (BYFCS, 
2016a) and to lead the staff in this kind of work. Leadership in a Christian school is practiced 
within a Christian worldview.  Christian principles can be applied to several different leadership 
paradigms. Northouse (2016) explains that transformational leadership is about transforming and 
building the capacities of people and that it includes visionary and charismatic leadership. 
Hallinger (2003) agrees. He suggests that “transformational leaders create a climate in which 
teachers engage in continuous learning and in which they routinely share their learning with 
others” (p. 338). Servant leadership, continues Northouse (2016), includes nurturing followers, 
understanding the perspective of followers, and putting them first, so that they in turn would be 
willing to serve students. Team leadership is described by Hill (2016) as an organizational group 
that has shared goals and who collaborate and coordinate in their efforts to accomplish the goals. 
Transformational, servant, and team leadership principles have been exercised by the 
administration team, and between the administration and the Board of Directors. Of course, 
many leadership paradigms can be effective within the leadership context of a Christian school. 
Malphurs (2003) suggests that the foundation for Christian leadership is character and that the 
strongest characteristics include keeping one’s word, speaking the truth, being authentic, keeping 
confidences, being available to help those in need, and to accept responsibility for failure. These 
characteristics are key to any Christian leadership paradigm.  
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Leadership Position and Lens Statement 
While leadership in a school happens at many different levels, having a formal leadership 
position comes with significant responsibilities. In BYFCS, the principal is expected to lead and 
encourage the building of capacities of teachers. In reviewing the external principal’s evaluation 
(BYFCS, 2016), there is evidence that the school society appreciates my enthusiasm for 
Christian education and for the faith. They appreciate my empathy and humility, my respect for 
others, and the wisdom that is exercised in managing a complex organization. While growing 
capacities as a leader are still much needed, the staff are encouraging and express appreciation 
for my efforts. 
 It is evident that monitoring and evaluating the school’s programming and teacher 
development is an important role of a principal (Marzano, Waters, & McNulty, 2005; Katz, 
Dack, & Malloy, 2018). This is an area in which the principal needs to develop his / her own 
capacity. Being an educational expert is expected of the principal, and implementation of change 
around teacher practices is certainly within the principal’s agency. The problem of practice at 
this school is that many students are not taking ownership or responsibility for their own 
learning. It is believed that teachers can play a significant role in motivating students to develop 
skills in this area. There are strategies that have demonstrated a high level of success in engaging 
students in the work, motivating them to take responsibility and develop growing independence. 
As principal, I have the agency to develop and implement an OIP geared towards building 
capacities of teachers in this area. It is important to use this agency in a Christian manner. 
The closest leadership paradigm that aligns with a specifically Christian approach would 
be servant leadership (Northouse, 2016; Smith, Montagno, and Kuzmenko, 2004; Malphurs, 
2003; Greenleaf, 1977). Greenleaf (1977) suggests that moral authority is the core of servant 
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leadership and underlines sacrifice as the essence of moral authority. Our conscience (i.e., moral 
authority), argues Greenleaf, guides us in making a commitment to something worthy and 
teaches us that we cannot separate the ends from the means. Servant leadership is also exercised 
within relationships and transforms the passion leaders have into compassion. Relationship 
building has been a key hallmark to my work as principal in the two schools in which I have 
served and align well with the work of Malphurs (2003). Malphurs echoes similar themes in 
outlining servant leadership, where he describes the manner, essence, recipients, and motive of 
leadership. The manner, he suggests, is humility; the essence is service; the recipients are others, 
and the motive is love.   
These concepts of servant leadership resonate with my own convictions of what true 
leadership looks like. Love for God because of his love for me also motivates me to love others. 
Love would be the supreme ethic and standard. In the school context, love for students is 
paramount. If teachers do not love students, we cannot lead or teach well. Our love for students 
includes disciplining them and having them practice things they may not always enjoy doing. 
There is sometimes a tension between our love for one student and our love for the many 
students. While it may be in the one student’s best interest to remain at the school, it can be in 
the best interest of his/her peers that the student should be removed from the school. These 
tensions in trying to exercise an ethic of love calls for wisdom in discernment and leadership 
when making tough decisions. Our love for colleagues should motivate principal leaders to visit 
classrooms, to encourage teachers in best practices and provide them meaningful learning 
opportunities (van Dierendonck & Patterson, 2015). Visiting classrooms, assessing teachers, and 
providing feedback is best done in the context of love. Leaders cannot be motivated by our egos 
or self-love. It is important that I serve the school community by leading teachers in providing 
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the greatest education opportunities for our students. I seek to serve in humility, as one who 
realizes that there is still so much to learn, and that I can learn from many of those whom I lead. 
Northouse (2016) explains that servant leadership enacts caring principles and serves the 
needs of the followers so that they develop into authentic servant leaders. He outlines ten 
characteristics for the model of servant leadership: a) listening; b) empathy; c) healing; d) 
awareness; e) persuasion; f) conceptualization; g) foresight; h) stewardship; i) commitment to the 
growth of people; and j) building community (pp. 227-229). He notes that servant leaders first 
communicate by listening to others and validating others’ views. Using empathy, the prinicpal 
seeks to understand another person’s perspective and can accurately articulate the position of 
another even if there would be disagreement (Stoll & Temperley, 2009). Healing focuses on 
ensuring that the follower is doing well physically, emotionally, and spiritually. It includes 
providing opportunity for healing for the follower, understanding that when the follower is well 
cared for, they can care well for the organization (O’Donoghue & Clarke, 2014).  
Applying these first three characteristics is fundamental to my work as a servant leader. 
Listening is a way for principals to show respect to their teachers and helps to create empathy 
between teachers and leaders (Handford & Leithwood, 2013). It is impossible to be empathetic 
without listening, however, I cannot underscore the importance of healing. In the school context 
this healing is geared towards both staff and students. Teaching is a highly intense and 
demanding position that few outside a school context can truly understand. A servant leader 
needs to have the agency to provide colleagues with the opportunity for healing that they need 
(Crippen, 2004). Leaders need to hear the hints that serve as cries for help, and they need to 
empathize with the needs of others, understanding and serving them. It is my experience that 
some leaders try to serve the needs of the school at the expense of the needs of teachers. This 
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inevitably leads to a double loss–the school does not get its needs fulfilled well, and the teacher 
does not experience love or healing. Some of the students also need time for healing. As the 
principal this may include covering classes for teachers as they work with students to bring 
healing to them. It may also mean taking the time to reach out to students who are hurting and 
offering a listening and empathetic ear for them. It may include calling parents, counsellors, or 
pastors to ensure that the child receives what they need. 
Awareness, according to Northouse (2016), is being aware of all the contexts that affect 
the organization. Awareness includes ensuring that colleagues also become aware of short and 
long-term objectives and core strategies that are being pursued (Lahter & Kuusilehto-Awale, 
2013). Persuasion is the use of clear and consistent communication that persuades others to 
change. It includes finding the balance between adding pressure and giving proper support for 
implementation of the change (Govender & Sookrajh, 2013). Conceptualization is about being a 
visionary leader with clear goals while foresight is having a sense of the future effects 
anticipated. Weller, Hartley, and Brown (1994) explain that “significant vision precedes success” 
(p. 298) and is key to applying Total Quality Management principles (Weller, Hartley, & Brown, 
1994) to the work of school leaders. Stewardship includes taking responsibility for the leadership 
role.  
The last two characteristics focus on the development of people, individual growth and 
building community. DuFour and Berkey (1995) emphasize that talking about school 
improvement is talking about improvement of people, specifically developing the sense of self-
efficacy of teachers and students.  This takes interpersonal skills and circles back to listening, 
empathy, and healing. In my own practice, my strength in caring for the individual as person has 
been strong but building their capacities as professionals needs to be improved. Building a 
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community of cooperation and coherence within and outside of the school among the various 
stakeholders has gone well but developing a community of learners needs to be addressed. It is 
the clear and consistent communication of an articulate vision of change and of the process for 
change that I hope to include in an engaging manner through this OIP.  
Within servant leadership, the leader takes responsibility and is accountable for the work 
of the followers (Greenleaf, 1977). This can best be done when the servant leader holds 
followers accountable for fulfilling their role in the organization. This can be tied into the 
concept of developing capacities and teacher self-efficacy (Tschannen-Moran & McMaster, 
2009) and should be made explicit from the outset. Accountability from the followers towards 
the servant leader can be a powerful aspect in the servant leader paradigm (van Dierdendonck, 
2011). A relationship of trust and love can provide the context in which accountability leads to 
growth and capacity building. Teachers should work in an organizational culture where 
accountability is not to be feared but appreciated and expected for their benefit and for the 
improvement of student learning. Of course, holding teachers accountable to a standard is far 
more likely to meet with success when the teachers believe that the standard is necessary and 
appropriate.  
While the fundamental foundation to my leadership practice is one of servant leadership, 
I hope to exercise that leadership using the intelligent, responsive leader model as outlined by 
Katz, Dack, and Malloy (2018). This model seeks to find the balance between prescribing 
expectations and giving teachers professional autonomy. They suggest that “improving systems 
‘prescribe’ adequacy and ‘unleash’ greatness’” (Katz, Dack, & Malloy, 2018, p. 20). In this 
school’s provincial context, teacher autonomy has become a high expectation. The public 
schools’ union, the Manitoba Teachers Society’s Beginning Teachers’ Handbook (2019), 
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explains that “teacher autonomy in professional development is both a right and a responsibility 
of the individual teacher” (para. 7). While my organization is an independent school and its 
teachers are not members of the Teachers Society, autonomy has still crept into the school. The 
balanced approach of the intelligent, responsive leader model (Katz et al., 2018) is to be much 
preferred. The intelligent leader “ensures that teachers are properly trained and supported to 
utilize the strategies and appropriate interventions to ensure student success” (Katz et al., 2018, 
p. 22). The school does not try to discover strategies through trial and error. Rather, research is 
done to determine which strategies have been shown to effectively address the specific problem 
of practice and then these strategies are learned and implemented by the teachers. The intelligent 
school is “relying on informed prescription to make a difference by capitalizing on what’s 
‘known’ (from research and evidence)” (Katz et al., p. 24). Stakeholders of BYFCS need to see 
that proposed changes are not arbitrary but are rooted in evidence and are applied with good 
purpose. Change, for the sake of change, will be resisted by most, but there is a fairmindedness 
among the stakeholders as they receive a clear rationale for attempting changes. 
The intelligent, responsive leader learns to respond to challenges or even failure of the 
implementation of a change plan and they do this carefully considering research and evidence as 
well as organizational context. A responsive leader takes the questions and concerns of teachers 
seriously and focusses on them with intentionality, careful to ensure that he/she understands the 
challenge and responds to it (Marzano et al., 2005). Such a leader also creates the context in 
which teachers can work together as professional learning teams and understands that “in order 
for people to remain engaged in their learning, and to work hard at it, the learning needs to be 
just in time, job embedded, and needs based; in other words, it has to be authentic” (Katz et al., 
2018, p. 27). This responsive culture will set the foundation for implementing intelligent 
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practices as teachers learn that the leader strives to be authentic in his leadership paradigm and 
practice. It would be my intention to grow as an intelligent, responsive leader and to apply this 
approach within the context of Christian servant leadership. 
Leadership Problem of Practice 
The problem of practice at Bound Yet Free Christian School is that there are too many 
students who are not developing into independent, responsible learners. The problem is evident 
by the kind of work that students submit to their teachers. Too many students are content with 
‘good enough’ instead of working with a growth mindset (Dweck, 2007). Dweck studied the 
attitude of students about failure and noticed that some students responded with resilience when 
faced with challenges in their learning suggesting that these students have a growth mindset 
about their own ability, believing that they can learn to do better given their experiences. Other 
students have what she calls a fixed mindset where however well they do is only going to be as 
good as they will ever do. Her strongest point is that students can develop a growth mindset and 
that teachers and parents can help them in that endeavour (Dweck, 2007). In discussions with 
teachers and students, it is evident that there are many students who seem to develop a fixed 
mindset while progressing through the grades. In addition, when students struggle to learn, 
parents often excuse the fixed mindset of a student by expressing that they also struggled in 
school. The challenge of having a fixed mindset may well contribute to the lack of ownership 
and responsibility that students should be taking for their own learning. That this is an 
organizational problem is made evident through the two external evaluations (BYFCS, 2014; 
2018) where recommendations include focusing on preparing students for post-secondary 
learning and improving academic excellence as an expectation for students.  
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In choosing a problem of practice, I poured over the external evaluations, engaged in 
dialogue with teachers, assistant principals, and the Board of Directors, to determine if we 
understood the challenge facing the organization in similar ways. It is clear to me that we all 
recognize that students are not developing their gifts and talents to the best of their ability, and 
that there needs to be an increased intentional focus on developing students’ ability to take 
ownership for their learning. This proposal seeks to investigate how this goal can be 
accomplished while also implementing a careful change process that can lead to continuous 
improvement for the organization. The problem of practice at BYFCS is that too few students are 
developing their capacities for growing responsibility and ownership for learning. 
 The future state of learning at Bound Yet Free Christian School would see students taking 
responsibility for their own learning and developing independence in it. There are intelligent 
strategies (Katz et al., 2018) that could be used by teachers and practiced by students to help 
them in this work. The vision includes equipping teachers with an understanding of best 
practices and providing learning opportunities for to implement them in their classrooms. 
Teachers would also develop assessment strategies that give students meaningful feedback to 
which students are held accountable. The future vision includes the development of a continuous 
improvement model (Deming, 2000) where teachers are also assessing the impact of their 
strategies, sharing successes and failures, and experiencing growth through internal 
accountability (Fullan & Quinn, 2016). I also anticipate gathering feedback from students 
hearing them explain the rationale for why they are doing what they are doing and being able to 
articulate the point of any lesson.  Students will be more engaged in their learning, will take 
greater responsibility for it, and develop independence as they understand the ‘why’ of those 
things with which they are busy (Mandouit, 2018; Cook-sather, 2010). This vision for a future 
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state includes seeing students set goals to which they hold themselves accountable and to be 
engaged in reflective practice as they adapt their learning process through reflecting on past 
experiences and teacher feedback. (Bolton, 2010; Newman, 2012; Locke & Latham, 2006). 
Teachers need to help them in this work, and I need to help teachers. 
Framing the Problem of Practice 
 When considering the context for addressing Bound Yet Free Christian School it can be 
beneficial to do a PEST analysis (Alanzi, 2018) in order to assess external factors that may 
impact the organization and the OIP. A PEST analysis looks at the political, economic, socio-
cultural, and technological factors to determine what, if any, could have a positive or negative 
impact on the OIP. It may prove beneficial to save the political analysis for last as it shapes this 
problem of practice significantly and is multi-faceted. Beginning, then, with the economic 
factors, this independent Christian school receives funding from the government as well as 
tuition payments from the members. Nevertheless, an independent Christian school should never 
take government funding for granted. Loss of funding is not presently a risk but being aware that 
it could happen at any moment is important when considering how such a loss would challenge 
the ability of the organization to invest in building the capacities of teachers. An economic 
downturn could also present a challenge to the members who pay a small tuition fee of $475 / 
month. This cost is the same for those who have one child or five children attending the school 
(BYFCS, 2019). Thankfully, there are many in the community who could assist those who might 
lose their job or need assistance.  
The socio-cultural context for the organization has many stable elements. The 
organization depends on receiving its students from families who are members of Reformed 
churches in the community. Demographically, there is reason to expect that the organization will 
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES 15 
 
 
 
experience some growth over the next five years as larger class sizes are expected to enter the 
school and smaller ones leave (BYFCS, 2019). The families are united in their faith as 
membership in the organization is restricted to those who are members of the church (BYFCS, 
2017). Many share a cultural heritage from the Netherlands although most parents and 
grandparents were born in Canada. There is an increasing cultural diversity in the community of 
which we need to be more aware so that we remain a welcoming and safe community for 
Christians from various walks of life. Many of the organization’s members have lived in this 
rural community for their whole lives and they have a strong work ethic, particularly when it 
comes to labour tasks. Education has not always been a priority as many parents, in the past, 
would take their children out of the school to work on the farm or in the greenhouse. Some 
parents used to depend on their children’s assistance and would make sure the schoolwork would 
get done well, but others expected the school to make all kinds of allowances for the working 
students when they were not at school. Thankfully, this is no longer the normal practice, and we 
are seeing more and more students attending post-secondary institutions of learning. While there 
are no statistics on the average income of the members of the organization or its stakeholders, it 
would be fair to describe the community as economically middle-class with some who are 
significantly wealthy and others who need regular financial assistance.  
Technologically, the organization is moving from a trepidatious perspective to a more 
modern one. There is tension over how to best help students prepare critical-thinking skills and 
deep learning with the use of technology. Technological advances are certainly not 
revolutionizing the way education happens at BYFCS, rather, the organization is carefully and 
intentionally implementing increased opportunities for students to develop their capacities in the 
use of technologies. There is little capacity building for teachers in this area. The fourth area of a 
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PEST analysis is political, and it is here where a greater understanding of the significance of the 
problem of practice is developed.    
  Manitoba has been a member of the Western and Northern Canadian Protocol for 
Collaboration in Education (WNCP) since it began in 1993 (Manitoba Education and Training, 
2013). Seven provinces and territories have been working together to develop core curriculum 
expectations and assessment policies. Earl and Katz (2006) were commissioned by the WNCP to 
lead a team of educators from the provincial partners in developing guidelines for best practices 
in assessment. In this document, they argue that assessment can increase student motivation by 
“reinforcing the idea the students have control over, and responsibility for, their own learning” 
(p. 7). It is especially assessment as learning that seeks to help develop in students a sense that 
they are “capable of becoming adaptable, flexible, and independent in their learning and 
decision-making” (Earl & Katz, 2006, p. 42). Assessment as learning helps students reflect on 
their growth, develop critical-thinking skills, and set goals for the next steps in their learning.   
 This message on the importance of assessment as learning is consistent through 
Manitoba’s guidelines and curriculum documents. O’Connor and Cooper (2008) argue that 
ongoing classroom assessment should help students to actively take responsibility for their 
academic success. This assessment as learning helps student to be “less dependent on the teacher 
feedback and become better able to independently monitor the quality of their own work” 
(O’Connor & Cooper, 2008, p. 13). It should also help them develop metacognitive skills which 
should help them make changes to what they are doing so they can determine how to improve 
the quality of their daily work (O’Connor & Cooper, 2008). In the somewhat newly released 
English Language Arts document (Manitoba Education & Training, 2017), the importance of 
assessment as learning is repeated. In explaining the purposes of assessment, it is argued that 
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assessment as learning is “where students develop an awareness of how they learn and use that 
awareness to adjust and advance their learning, taking an increased responsibility for their 
learning” (Manitoba Education & Training, 2017, p. 11) and that assessment in English 
Language Arts is meant to “move students along a continuum from teacher support to 
independence” (Manitoba Education & Training, 2017, p. 11). In the Math Curriculum document 
(Manitoba Education & Training, 2013), there is a focus on teaching students to set achievable 
goals as they strive towards “becoming autonomous and responsible learners” which includes 
“reflective processes that involve revisiting the setting and assessing of personal goals” (p. 5). 
Manitoba Education and Training clearly outline how important it is to develop independent 
responsible students who are equipped to take ownership of their learning. 
 The development of formative assessment practices, although effective, can be 
challenging. Cizek (2010) outlines several such challenges for the classroom teacher. He 
suggests that the “power of formative assessments lies in their nonevaluative nature, their focus 
on providing timely, specific, corrective feedback” (p. 8) and that their efficacy is minimized 
when formative assessment relies merely on quizzes or assignments. This leads to a second 
challenge identified by Cizek (2010) and that is the lack of resources available for various 
classroom activities or for building teacher capacities in formative assessment strategies. A third 
challenge is the amount of time it takes to develop meaningful and valid formative assessment 
opportunities. Teachers are often short on time but it takes a lot of time to create formative 
assessments that measure student ability on a particular skill or concept. Despite these 
challenges, creating meaningful formative assessment opportunities is worth the investment 
(Bakula, 2010; Marzano, 2007).  
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 The Council of Ministers of Education, Canada (CMEC) also understands the importance 
of developing independent and responsible learners. CMEC (2013) understands how direct 
instruction as a pedagogical strategy can be used to shift students from dependence to increased 
independence. Teachers begin by demonstrating a procedure and then shift the responsibility to 
students as they experience guided practice until they can do the work independently. CMEC 
(2013) also explains that problem-solving as a teaching strategy can help students develop 
increased responsibility and independence as does reciprocal teaching. In this approach “the 
teacher gradually transfers responsibility to the students as they become more proficient. The 
students take over the teacher’s role and begin modelling new knowledge and skills for other 
students” (CMEC, 2013, p. 28).  This same document explains how metacognition, the act of 
thinking about thinking, helps students become aware of their own strengths and areas for further 
development. They can monitor their own learning, choose learning and studying strategies that 
work for them, and assess their own progress.  
Moving outside our national boundaries, the Organisation for Economic Co-Operation 
and Development (OECD) has published a vision for education: The Future of education and 
skills: Education 2030 (OECD, 2018a). This organization identifies taking responsibility as a 
transformative competency which is defined as the type “of knowledge, skills, attitudes and 
values students need to transform society and shape the future for better lives” (OECD, 2018b, p. 
3). Students need to develop the ability to take responsibility in order to make a difference in the 
society in which they live. This aligns well with the Christian worldview that encourages 
Christians to be engaged in the world and to make it a better place. In describing individuals who 
take responsibility, the OECD (2018a) mentions that such individuals think for themselves, act 
independently, and accept accountability for the work one produces. They also suggest that 
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taking responsibility includes concepts such as self-regulation, self-control, self-efficacy, 
problem solving, and adaptability. The implementation of metacognitive skills is suggested to 
contribute to growing responsibility as well.  
Continuing to frame this problem of practice, it is evident that others demonstrate that 
responsibility is practiced and learned through the use of assessment practices in the school, 
especially assessment as and for learning (Mannion & Mercer, 2016; Hood, 2012; Earl & Katz, 
2006; Rader, 2005). Classroom management or culture setting may also impact a student’s 
ability to take responsibility for their own learning. Lewis (2001) argues that more aggressive 
approaches to discipline can be associated with less student responsibility while teachers who 
include students in decision making, who have discussions with students who misbehave, and 
who give recognition for good behaviour, have classes where students are more responsible. 
 To explore how these ideas help to frame the problem of practice and demonstrate the 
importance of developing student ownership, it is important to examine goal setting, reflective 
practice, and other metacognitive and learning to learn strategies. Hall and Wall (2016) suggest 
that schools need to focus on metacognition skills so that students understand that the process of 
learning is at least as important as the outcome, the content, or the product. However, it is not 
always clear when intelligence or learning abilities are used. Kozulin (2011) suggests that 
teachers cannot always be confident that the impact of metacognition lives up to its promises. 
When we assess students, teachers can sometimes blur the lines between assessing student 
intelligence, success, and learning processes. Van Der Stel, M. (2011) also notes that there is a 
correlation between a student’s intelligence performance and their performance of metacognitive 
skills. This seems to suggest that the use of metacognitive skills helps student only develop 
relative to their intelligence. Finding these few critiques on the importance of metacognition was 
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a challenge. There seems to be overwhelming support for the development of metacognitive 
skills among students.  
When students practice metacognitive skills, they develop a greater sense of 
responsibility and they develop proximally. Hall and Wall (2016) suggest that until teachers start 
focusing on metacognition, student focus will be on the product rather than the process of 
learning, and that many of the product projects stretch students beyond their proximal 
development. Perry, Lundie, and Golder (2018) find strong evidence that when metacognitive 
knowledge and metacognitive skills are applied together, successful learning can be predicted. 
This is true across the various grades and subject areas. Hattie (2017) agrees, suggesting that 
metacognition has an effect size of 0.60. Without getting too technical, Hattie (2009) explains 
that an “effect size of 1.0 would mean that, on average, students receiving the treatment would 
exceed 84% of students not receiving that treatment” (p. 8).  An effect size is determined by 
doing a meta-analysis or a super meta-analysis of numerous studies that address the effectiveness 
of particular pedagogical practices (Hattie, 2009). There is some research developing (Kraft, 
2020), that suggests that modelling effect sizes on Jacob Cohen’s work of 1969 is no longer 
sufficient.  Meta-analysis does not take into consideration the study design, costs, or scalability 
(Kraft, 2020). In addition, the traditional use of effect sizes does not clearly discern between a 
causal relationship and a correlative relationship between a strategy and its effect size. 
Nevertheless, although Hattie (2009) makes use of Cohen’s standards, the research and the 
interpretation by Hattie remains relevant and helpful. Further work by Kraft and others may well 
build on the solid foundation of Cohen,  Hattie and others. Hattie (2009) suggests any strategy 
that has an effect size greater than 0.40 should be seriously considered for implementation as it 
can have a significant impact on student learning.  
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 Responsibility is also developed through goal setting and reflective practice. Rader 
(2005) discusses the importance of goal setting for students and suggests that goal setting 
“develops original thinking, lateral thoughts, personal independence, and responsibility” (p. 
123). When it comes to developing independence, it is helpful to note that student control over 
learning, often confused with student goal setting, has an effect size of 0.02 (Hattie, 2017). 
Developing student independence is not the same as giving them responsibility for determining 
what is important to learn. Independence is referring to the development of skills where students 
are working on their own, developing their own ideas, communicating in their own unique ways, 
etc. Another aspect of goal setting would be the work of sharing learning goals with the students 
(Marzano, 2007). Students do not only set their own goals, but the teacher should set the learning 
goals for the lesson, unit, and semester. When teachers assess students, the children will be able 
to see the connection between the learning goal and the feedback they have received. Therefore, 
tied to this important aspect of goal setting is the act of reflection.  
Students need to reflect on why the learning goals outlined by the teacher are set, and 
why the students have set the goals they have set (Rader, 2005; Newman, 2012; Locke & 
Latham, 2006). This reflective practice, a metacognitive activity, helps to motivate the student to 
achieve the goal intentionally (Rader, 2005). It also assists students with increased practical 
intelligence which leads to a greater understanding of their own preferred learning style (Joseph, 
2009). Knowing which style is most conducive to or preferred by a student will help him/her to 
create opportunities for learning by that style. Joseph (2009) also reminds us that reflective 
practice is not adding new content, but helps students master existing content and can be used by 
students to provide feedback to their teachers about where some instruction was ineffective. The 
OECD (2018) suggests that “reflective practice is the ability to take a critical stance when 
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deciding, choosing and acting, by stepping back from what is known or assumed and looking at a 
situation from other, different perspectives” (p. 6). This is a crucial element for learning how to 
be participants in the broader world around us. Students need to develop skills of empathy and 
critical thinking without having to give up their own firm convictions and beliefs. Reflecting on 
their own, and others’, beliefs, students can live at peace with those with whom they 
fundamentally disagree, but with whom they can still display civility, kindness, and love.  
Goal setting and reflective practice, though, can have a negative impact on student’s 
sense of self-efficacy, their belief in their ability to attain goals. While there are many positive 
potential outcomes when goal setting and engaged in reflective practice, there can also be a 
negative sense of perfectionism, involving the striving to be perfect and to avoid error (Powers, 
Koestner, Zuroff, Milyavskaya, & Gorin, 2011). Stoeber and Otto (2006) explain that when 
perfectionist strivings (or personal standards of perfectionism) are combined with perfectionist 
concerns such as hypersensitivity to external standards, self-criticism, and self-denigration, 
perfectionism can have a negative impact on a child’s self-esteem and self-worth. When a class 
collaboratively sets a learning goal, it is possible that certain students are not yet ready to attain 
that goal. If this happens regularly, the students’ sense of self-efficacy and self-esteem can 
quickly dwindle. Reflective practice then becomes a negative process of self-criticism and 
denigration. Teachers must be aware of this potential danger when practicing and encouraging 
goal setting and reflective practice. 
 Focusing back to the local school, there has been no formal evaluation of the school’s 
development of responsible students. Whether done externally or internally, an evaluation of 
school practice can be used as a means of garnering feedback which can, in turn, support 
learning as schools respond to the feedback (Bitan, Haep, & Steins, 2015). Engaging colleagues 
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in conversations around the development of responsibility and independence for student learning 
has demonstrated a more reactive and less proactive approach by teachers, especially as we 
progress through the higher classes. When students do not complete their assignments, teachers 
assign study hall, take away marks, or phone parents. There are few, if any, intentional proactive 
strategies being used by teachers to assist students in developing ownership for their own 
learning. Sharing the learning goal with students, having students set goals, introducing the use 
of reflective practice, or the implementation of assessment as learning practices are not evident 
throughout the school, although there may be exceptions of which the principal is unaware. 
Assessment for learning seems to be slightly increasing while most formative assessment is still 
given at the same time as feedback on assessment of learning products. As mentioned earlier, 
Bound Yet Free Christian School has undergone external evaluations in 2014 and 2018. These 
evaluations include feedback from parents and alumni where greater emphasis on post-secondary 
preparedness and academic development are highlighted. One of the best ways of achieving such 
preparedness and development is to help students learn to learn, and in order to do that leaders 
must provide opportunities to build the capacities of teachers in developing strategies that are 
intelligent and proven effective. 
Guiding Questions Emerging from the Problem of Practice 
 There are four guiding questions that will provide direction in this OIP:  
1. What are the pedagogical and assessment strategies that can be demonstrated to help 
students develop ownership of their learning? 
2. How can we best prepare teachers to implement these strategies and hold them 
accountable? 
 3. How do we measure the impact of the implemented strategies?  
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES 24 
 
 
 
4. Does the Organizational Improvement Plan align with a Christian understanding of 
teaching, learning, and accountability? 
Responsible learners do their own thinking and take ownership for their choices of action 
(Wiersma & Licklider, 2007). In fact, much of the literature focuses on student ownership as a 
key element in individual development (Cannata, Redding, & Nguyen, 2019; Turkay, 2014; 
Hood, 2012; Newman, 2012). This weakness in student development at BYFCS requires inquiry 
into what ownership for learning looks like, and into the set of skills students should develop in 
order to develop a greater ability to take ownership and responsibility. Wiersma and Licklider 
(2007) suggest that students grow in their ability to take responsibility as they change their 
habits, develop critical thinking skills, have a greater awareness of self, and engage in 
metacognition. Students need to become intentional learners and to think about and reflect on, 
their own learning in deep and meaningful ways. This includes asking oneself questions about 
different perspectives and looking for ways to apply new learning. Cannata, Redding, and 
Nguyen (2019) suggest that a growth mindset and problem-solving skills are necessary for 
developing ownership and responsibility. Others argue that effective goal setting will help 
students take greater ownership for their learning (Turkay, 2014; Locke & Latham, 2006; 
Morisano & Shore, 2010). Assessment practices, especially for and as learning are also 
suggested to assist students in growing as independent responsible learners (Earl, 2003; McTighe 
& O’Connor, 2005). This OIP also inquires into the effect sizes (Hattie, 2009) that these various 
strategies have in order to determine which ones are intelligent.  
The second line of inquiry focuses on the development of teacher capacities. Building 
capacities of teachers is a major responsibility of school principals (Fullan, 2006; Leithwood, 
Harris, & Hopkins, 2008). In this improvement plan, the leadership of the school needs to assess 
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how well the various teachers are equipped to implement pedagogical practices that align with 
the new skills that students need to learn. In line with Katz et al.’s (2018) perspective on 
prescribing adequacy while giving opportunities to flourish, if a principal seeks to prescribe 
certain practices to teachers, they also need to give teachers an opportunity to learn and 
implement them before legitimately holding them accountable for those strategies. In connection 
with this line of inquiry, the teachers will also need to learn the organizational learning model 
that will be implemented. Kotter’s (2012) 8-step process for organizational change will be used 
first to initiate change while Deming’s (2000) model of continuous improvement and his plan-
do-study-act approach will serve as the paradigms guiding this improvement plan. Strategies that 
assist adult learners will need to be implemented as well, in order to respectfully assist teachers 
in their growth (Taylor, Martin, Hutchinson, & Jinks, 2007; Harris & Morrison, 2011). 
When it comes to measuring the impact and implementation of these various strategies, 
there are short-term and long-term indicators. The short-term indicators would include measuring 
the quality of how the teachers implement the innovation. In Cannata, Redding, and Nguyen’s 
(2019) work on developing student ownership and responsibility, the authors analyze the 
“teaching [of] growth mindset, goal-setting and grade-monitoring practices, problem-solving 
practices, rewarding positive behaviour, and building a school culture around these practices” (p. 
343). As teachers improve and develop capacities in these areas, over time, Cannata et al. (2019) 
suggest measuring “students’ grades, passing rates, absences, and disciplinary infractions” (p. 
343) as indicators of improved student ownership and responsibility. As student ownership and 
engagement increases, grades and passing rates also go up while absences and disciplinary 
infractions decrease. Another way to measure the impact of these strategies is to implement 
student-led conferences (Hackman, 1996; Stiggins, 2004; Earl &Katz, 2006; O’Connor & 
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES 26 
 
 
 
Cooper, 2008). By means of these conferences, students take ownership of their learning, and 
teachers can assess growth in the children’s ability to talk about their learning, to probe their 
understanding of a concept and a process.  
The fourth line of inquiry is meant to ensure that the OIP aligns with the Christian 
worldview. It needs to be implemented with wisdom and in line with an understanding about 
Christian leadership (Malphurs, 2003; Brown, 2008). The pedagogical strategies also need to 
align with a Christian understanding of education. Van Dyk (2000) suggests that the ultimate aim 
of Christian education is to “lead your students into knowledgeable and competent discipleship” 
(p. 64) and he describes discipleship “as the correlation between hearing and doing” (p. 65) and 
“hearing and doing together form the essence of wisdom” (p. 65). Knowledgeable discipleship 
underscores the importance of growth in understanding the world in which we live, its Creator, 
and our role in this world. Competent discipleship is about learning to take and develop 
responsibility for the skills (e.g., competencies) necessary for service to God and our neighbour. 
Perhaps one of the classics on Christian education by John Milton Gregory (1886) gets to the 
heart of this OIP best. He explains the importance of making “the pupil an independent 
investigator – student of nature, a seeker for truth” (Gregory, 1886, p. 109).  He goes so far as to 
suggest that the law of teaching is to “excite and direct the self-activities of the learner and tell 
him nothing that he can learn himself” (p. 82). Another perspective on developing the character 
of the individual learner to take ownership for his learning is outlined by Philip Dow (2013) in 
Virtuous minds: Intellectual character development. This work describes how a student needs 
direction to develop intellectual courage, carefulness, tenacity, fair-mindedness, curiosity, 
honesty, and humility. It is the child’s responsibility to develop these characteristics as the 
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teacher assists in teaching the child how to do so and providing the child with the necessary 
strategies and feedback to develop these traits.  
Leadership-Focused Vision for Change 
 This OIP focusses on building teacher capacities for the benefit of improving student 
learning. The present state of the organization is one where teachers are accountable to the 
principal with very little meaningful collaborative work in the area of building capacities or 
lateral accountability (Fullan, 2006; Fullan & Quinn, 2016). Responsibilities have been placed 
on teachers as new initiatives from the principal are implemented, but a shared vision for the 
initiatives has not always been sought. This has led to inconsistent implementation and success 
of new initiatives. The students in this organization struggle to engage in deep intentional 
learning (Fullan, 2006). The challenge is to first address the building capacities of teachers in an 
effective manner so that the students can increasingly learn how to take ownership for their 
learning and be engaged in the process in a much more meaningful way. Success will be evident 
when teachers are working collaboratively, both formally and informally, implementing 
intelligent strategies for improving student responsibility, measuring the impact of those 
strategies, and student learning is improved. This vision for the future state of the organization 
aligns with the recommendations from the external evaluations where the evaluators encourage 
the organization to better prepare students for post-secondary opportunities, increase the 
emphasis on academic development, and build capacities of teachers in intelligent practices to 
equip students for the 21st century (BYFCS, 2014; 2018). 
 In order to move from the current state to an improved state in the organization, drivers 
of change will need to be used. This OIP seeks to use Fullan and Quinn’s (2016) work 
Coherence as a model for implementing change that fits within the leadership paradigm of a 
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responsible, intelligent leader (Katz et al., 2018) and a process of organizational continuous 
improvement (Deming, 2000). Fullan and Quinn (2016) explain that “coherence consists of the 
shared depth of understanding about the purpose and nature of the work” (p. 1). Increased 
coherence is achieved through four main drivers which include focusing direction, cultivating 
collaborative cultures, securing accountability, and deepening learning.  
 As leaders seek to focus direction, they need to develop a “shared moral purpose and 
meaning” (Fullan & Quinn, 2016, p. 17) by building relationships with everyone, listening and 
understanding the perspective of others (e.g., empathy), demonstrating respect for all, cultivating 
conditions for connection around this moral purpose, and assessing evidence of progress with the 
staff (Duignan, 2014; Northouse, 2016). As this moral purpose is established, namely to improve 
student learning to the best of our individual and collective ability, it is important to also 
establish a small number of impactful goals, persisting towards them, and avoiding distraction 
from them; the leader needs to “establish continuous focused direction” (Fullan & Quinn, 2016, 
p. 20) and avoid ‘initiativitis’. In order to focus attention on impactful goals without distraction, 
Fullan and Quinn (2016) outline four steps which include: a) being transparent; b) building a 
collaborative approach; c) developing a clear strategy: reduce, reframe, remove; and 4) 
cultivating engagement.  
When a leader’s improvement plan is met with resistance it may well be that the plan was 
explicit but that the leader “insufficiently involved teachers in developing ownership and new 
capacities…[therefore] the innovation wanes due to lack of ownership” (Fullan & Quinn, 2016, 
p. 26). This is particularly pertinent because perhaps the lack of student ownership for learning is 
a result of the lack of opportunity for teachers to take ownership of building capacities in deep, 
collaborative, and meaningful ways. In fact, Fullan and Quinn (2016) argue that  
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if we embrace the idea that our students should be critical thinkers grounded in 
metacognition, then we need to design learning experiences for adults that foster the same 
competencies because we cannot give to others what we do not possess ourselves. (p. 63) 
The leader needs to work better with colleagues to develop a shared, clear vision. This includes 
creating a sense of urgency around the problem so that we can collectively create a shared vision 
for solutions (Marzano, 2007). The building of capacities both vertically and laterally is an 
important lever for implementing change and increases internal accountability and collaboration 
(Fullan & Quinn, 2016).  
 The second change driver that Fullan and Quinn (2016) recommend for building 
coherence is cultivating collaborative cultures. The importance of collaboration as a driver for 
change has been advanced by many (Spillane, 2006; Mayrowetz, 2008; Evans, Thornton, 
Usinger, 2012; Fullan, 2015; Belle, 2016; Cannata et al., 2019). Fullan and Quinn (2016) argue 
that leaders need to develop a culture of growth and must themselves have a growth mindset that 
drives them in building the capacity of others to help individual teachers and teams of teachers 
achieve more than they would have expected. This can be done by “modeling learning, shaping 
culture, and maximizing the impact on learning” (Fullan & Quinn, 2016, p. 54). Modeling 
learning means being a lead learner among the staff. The principal needs to participate in the 
learning with the teachers and demonstrate a growth mindset and a motivation for continuous 
improvement (Backor & Gordon, 2015). The leader also needs to shape the culture to create 
learning situations, in professional development (PD) contexts, that promote inquiry and 
investigation. This culture of learning is improved when teachers are engaged in collaborative 
inquiry, seeking to learn together and from each other. This collaboration also helps to focus on 
maximizing the impact on student learning and keeping the focus on that goal. This culture of 
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growth is effective when every teacher and leader can articulate what they are doing, and why 
they are doing it (Fullan & Quinn, 2016). Shifting organizational practice towards sustained and 
systemic changes occur when there is strong collaborative structures in place combined with 
deep and meaningful learning designs (Kotter, 2012; Fullan & Quinn, 2016). Depth of learning 
moves from awareness, to understanding, to practice, and then sustained behaviour (Fullan & 
Quinn, 2016). As colleagues work together, they are encouraged to use a four-step process akin 
to Deming’s (2000) Plan-Do-Study-Act (PDSA) cycle. This allows teachers to work 
collaboratively in determining intelligent strategies that they can plan, implement, assess, and 
adjust together. This approach will help teachers gain a depth of learning through research and 
practice. 
 The third driver of change is deepening learning (Fullan & Quinn, 2016). This “deep 
learning involves using new knowledge to solve real-life problems and incorporate a range of 
skills and attributes” (Fullan & Quinn, 2016, p. 108). In order to help students develop a deeper 
learning, teachers need to make clear to them the learning goals. Fullan and Quinn (2016) 
identify 6C’s as deep learning competencies that include: 1) communication; 2) critical thinking; 
3) collaboration; 4) creativity; 5) character; 6) citizenship. These are competencies that teachers 
need to develop before they will be able to help students grow in these areas. The organization 
improves this depth of learning by building a common language and knowledge base so that 
communication is clear, and everyone understands what is being done in the school. It includes 
identifying proven pedagogical practices, or intelligent practices as Katz et al. (2018) put it. It 
then follows that building capacities of teachers in these intelligent practices follows. Finally, 
teachers must “know thy impact” (Hattie, 2012) by studying the relationship between new 
pedagogies, student learning, and assessment of both (Fullan & Quinn, 2016).  
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 The fourth change driver is securing accountability (Fullan & Quinn, 2016). 
Accountability is often envisioned as being hierarchical or external. Fullan and Quinn (2016) 
focus on the importance of internal accountability. They explain that “internal accountability 
occurs when individuals and groups willingly take on personal, professional, and collective 
responsibility for continuous improvement and success for all students” (p. 110). Schools that 
develop a strong collaborative culture that combine individual responsibility, shared 
expectations, and corrective action have internal accountability. When the increased internal 
accountability structures are in place, the organization can also more confidently and 
competently fulfill the external accountability expectations. This external accountability is where 
leaders “reassure the public through transparency, monitoring, and selective intervention that 
their system is performing in line with societal expectations and requirements” (Fullan & Quinn, 
2016, p. 111).  
 Bound Yet Free Christian School is not yet practicing a coherence model as per Fullan 
and Quinn (2016). Nevertheless, its leaders and teachers do demonstrate a growth mindset and 
when given the opportunity to grow in knowledge and understanding, they will seek to do so. 
The challenge is to not fall into the old routines and traditions of the organization. Sparks (1994) 
accurately describes the professional development approach of BYFCS over the past years when 
he describes the traditional paradigm of “educators sitting relatively passively while an ‘expert’ 
‘exposed’ them to new ideas or ‘trained’ them in new practices” (p. 26). There has been a 
movement towards collaboration but not with the deep learning focus or with clear goals and a 
shared vision. It is evident that an organizational growth model of continuous improvement and 
coherence will need to be cultivated as foundational for success in implementation of this OIP. 
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Organizational Change Readiness 
The challenge for any organization in taking steps toward continuous improvement is 
getting an initiative started while creating a sense of urgency, ownership, and momentum so that 
there is continuity and sustainability. Fullan (2006) argues that sustainability is the “capacity of a 
system to engage in the complexities of continuous improvement consistent with deep values of 
human purpose” (p. 114). This definition of sustainability demonstrates a carefulness that 
includes not only ensuring that an initiative lasts, but that it serves as an integral part of the 
complexity in the organization and supports other present and future good practices of the 
school. This is where examining external and internal tensions will be important. Are there any 
known impediments to sustainability of a coherent approach to change, to building capacities of 
teachers in deep learning, and to implementing intelligent pedagogical practices that enhance 
student ownership of learning? 
Bound Yet Free Christian School is ready for change, at least theoretically. The 
organization has demonstrated its commitment to growth by engaging in two external 
evaluations (BYFCS, 2014; 2018) in order to get assistance in determining where the 
organization is, and how it can grow. The evaluations provide a snapshot of the organization by 
engaging in a review of surveys from stakeholders, reviewing school policies, engaging in 
interviews with teachers and with students, and by making observations of teacher practices. The 
external evaluators then provide feedback and recommendations for growth. The school board 
responded to both external evaluations by preparing a set of initiatives and appointing a 
champion to each initiative and a date on which the champion must report progress on that 
initiative. The Board has rewritten policies and created a vision for growth in response to these 
evaluations. Particularly, the Board revisited its professional development policy and created a 
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Building Capacities Policy (BYFCS, 2017) that sets forth a growth mindset while still 
maintaining a formal system of accountability, although internal accountability structures (Fullan 
& Quinn, 2016) are not considered.  
This formal approach to accountability complements a team leadership approach to 
change, especially when practicing servant leadership and applying the intelligent, responsive 
leader paradigm (Katz, Dack, & Malloy, 2018). The servant leader seeks to equip followers and 
team leaders with opportunities for growth and success. The intelligent, responsive leader helps 
set the stage for the implementation of intelligent practices and can work with team leaders to 
respond to the various data or feedback from individual team members. This creates greater 
collaboration and greater internal accountability (Fullan & Quinn, 2016).   
There is nothing in the policies of the school that would keep the principal from 
exercising freedom in establishing a coherence model to drive change and to develop a 
paradigmatic approach to change and accountability. The Board wants to see the organization, 
through its staff, grow, resulting in the increased achievement of its students. The structure of the 
organization is set for organizational improvement and its leaders want to see a practice of 
continuous improvement. The challenge is presenting to the stakeholders that the problem of 
practice identified requires urgent change of mind and practice.  
 The Board and the teachers at BYFCS are supportive of having a growth mindset and of 
implementing changes to improve student success. However, organizational and individual 
readiness for change is affected by previous change experiences (Cawsey, Deszca, & Ingols, 
2016). This is particularly true of change experiences under the same leader. Poor experiences in 
the past may lead to cynicism and disillusionment (Cawsey, et al., 2016). In a formal external 
Principal Evaluation (BYFCS, 2016), the evaluator noted that the teachers felt  
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that it was time for the principal to slow down the number of changes and consolidate the 
school operation. Insufficient time has been given to supporting and enabling teachers to 
effectively carry out the change, or to monitor the effectiveness of the change… (p. 5)  
Care not to repeat this error of implementation is necessary. The external evaluator went on to 
recommend that “change should be a process with more emphasis on sustaining, enabling, 
monitoring, and adjusting” (p. 11). Since this report in 2016, initiatives have been more carefully 
thought out and cautiously implemented. In addition, more formal consideration for 
organizational change is required. The first area that needs to be shared, then, is the model for 
change which is taken from Kotter’s (2012) 8-step process for organizational change and 
Deming’s (2000) model of continuous improvement and the PDSA approach. The goal is to 
become a coherent organization (Fullan & Quinn, 2016). In order to determine the readiness of 
staff for this shift of paradigm, I will need to demonstrate how this paradigm for building 
capacities complements the new Board policy and is proven to be more effective than the 
introduction of changes in the past. The staff’s readiness for this approach is evident through the 
comments on the Principal’s Evaluation (BYFCS, 2016). They are looking for a more systematic 
approach to change, growth, monitoring, and accountability. 
As part of the planning stage of the PDSA, it will need to be demonstrated to parents and 
staff that the problem of practice as articulated in this OIP is a significant problem and that the 
plan for change is based on solid evidence. Cawsey, Deszca, and Ingols (2016) warn that many 
efforts for change fail when the necessity for change and the clarity on what needs to change are 
not articulate. In fact, it will be important to also have a contingency plan for failure, even if it is 
only perceived failure by the followers (Hay, Parker, & Luksyte, 2020). The compelling reasons 
for change have not yet been made explicit to the followers of the organization, and in that sense, 
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they are not ready to embark on this journey. Cawsey et al. (2016) warn leaders against making 
the organizational change a response to one’s own personal beliefs and opinions. The 
stakeholders of the organization need to have confidence that the current situation is assessed 
accurately, both externally and internally. In order to make the case for change, it will be 
important to demonstrate to parents and staff that a review of external data has been thorough 
(Cawsey et al., 2016; Fullan & Quinn, 2016). By showing how the Manitoba curriculum 
documents, and documents from national and international jurisdictions underscore the 
importance of student ownership for learning and the use of associated strategies, a strong case 
for the necessity for change at BYFCS can be made. It can also be demonstrated how the internal 
data collected through conversations, the external evaluations, and from observations underscore 
the need for change within the organization. In doing these things, I hope to create a higher state 
of readiness for change among the various stakeholders.  
 Cawsey et al. (2016) also remind leaders that there is a difference between organizational 
readiness and individual readiness for change. The organization is ready for the change, and most 
teachers will be open to the OIP if it clearly articulates the rationale for change and the vision for 
the future. Guskey’s (1986) model of teacher change (see Figure 1) proposes that change leaders 
will need to ask teachers to suspend their beliefs and have them change their behaviours or 
pedagogical practices, assess the impact on student learning, and then change their beliefs about 
the proposed change. The teachers will be waiting to see if the approach to professional growth 
has the desired effect. They will make it a part of their regular classroom practice if the practice 
demonstrates that it improves student responsibility.   
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Figure 1. Adaptation of Guskey’s (1986) Model of Teacher Change. deBoer, C. (2020). 
Cawsey et al. (2016) suggest that the reputation developed within the implementation of 
initiatives can have long consequences. It will be an important practice of this principal, over the 
implementation of this plan, to re-establish a reputation as a careful intentional leader (Belle, 
2016). Learning from past mistakes includes growing in wisdom, seeking to create a sense of 
urgency and clearly communicating the necessity, method, and the future goals of change. While 
there may be teachers who will be cynical of the concept of an improvement plan and may even 
disagree with the problem of practice, I am confident that all teachers are willing to listen to a 
carefully crafted presentation making the case for such change. They have done so in the past. 
 This chapter sought to outline the context and content of the problem of practice at 
Bound Yet Free Christian School. It demonstrated that there is evidence that the organization’s 
problem of practice, namely the lack of student ownership for learning, is a real challenge that 
Manitoba, Canada, and the international community seek to address. It also outlined the drivers 
of change that can help propel BYFCS into a systemic sustainable approach to continuous 
improvement. It sought to be honest about the current state of the organization and to paint a 
realistic picture of the envisioned future state. In the next chapter the focus will be on the 
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development of the formal organizational plan, focusing on pedagogies that enhance the 
development of student ownership for learning, and an organizational change process that sets 
the foundation for sustainable change. 
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Chapter 2 – Planning and Development 
Bound Yet Free Christian School is committed to growth. This growth mindset was 
articulated in Chapter 1. In that sense, the organization has laid a foundation for continuous 
improvement. It has removed some of the challenging hierarchical accountability structures 
while implementing intelligent policies around growing capacities. The leader in the school has 
the opportunity to pursue a plan for building capacities of teachers through a shift in culture 
because of the heavy lifting that the Board of Directors has undertaken through its request for 
external evaluations (BYFCS, 2014; 2018). The principal is responsible to the Board, to the 
parents, to the staff, and to the students, for ensuring that the school continues to improve student 
learning. The best way to do this is to set focused goals and to provide the opportunity for 
growth within a culture of deep collaboration (Fullan & Quinn, 2016; Mannion & Mercer, 2016). 
Leadership Approaches to Change 
The leadership approach that will be used to propel this OIP forward is the paradigm 
outlined by Katz et al. (2018) in The intelligent, responsive leader. This work encapsulates ideas 
of servant leadership, understands the unique role of principals as leaders in the middle, and 
promotes a continuous growth model focused on intentional and coherent professional 
development. The role of the leader is to implement intelligent practices and to be responsive to 
the impact of those practices, while also “finding themselves in the challenging position of 
supporting each and every teacher in their schools while responding to the many expectations 
that come from their communities, their school districts, and state or provincial bodies” (Katz, et 
al., 2018, p. 6). The current practice of the principal could be described as adaptive leadership 
(Yukl & Mahsud, 2010). Yukl and Mahsud (2010) explain that “flexible and adaptive leadership 
involves changing behavior in appropriate ways as the situation changes” (p. 81). Others explain 
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that “adaptive leadership is the practice of mobilizing people to tackle tough challenges and 
thrive” (Heifetz, Grashow, & Linsky, 2009, p. 2). They go on to suggest that adaptation happens 
through experimentation, and that there needs to be a willingness to experience loss or to be 
wrong in the experimentation process (Heifetz, Grashow, & Linsky, 2009). Adapting to the 
changing situation is different than consistently holding to one leadership paradigm or insisting 
that teachers follow a consistent or traditional role (Yukl & Mahsud, 2010).  Adaptive leaders 
may need to “influence people to change their assumptions and beliefs about what is appropriate 
and effective, especially when the beneficial effects of innovative approaches are not 
immediately obvious” (Yukl & Mahsud, 2010, p. 84). Yukl and Mahsud (2010) note that when 
new leaders take on a higher position, they need to develop new skills and behaviours that were 
not necessary in previous positions. This would be why the current principal struggled with 
being consistent as he sought to learn the necessary skills for a new position. However, by 
implementing the intelligent, responsive leader paradigm (Katz et al., 2018), the leader still has 
the opportunity to be adaptive or responsive to the issues as they arise but needs to be more 
discerning and intentional in such responsiveness (Yukl & Mashud, 2010). 
 The first aspect of this leadership approach is to understand what is meant by purposeful 
practice. Katz et al. (2018) depend heavily on the work of Ericsson and Pool (2016) as they work 
this concept out. Purposeful practice is about “putting a bunch of baby steps together to reach a 
longer-term goal” (Ericsson & Pool, 2016, para. 42) and has specific goals, focus, feedback, and 
discomfort. The goal in this improvement plan is to enhance student ownership and 
responsibility. The focus is on building teacher capacities in intelligent pedagogies that work 
towards that goal. The feedback is the responsive element where leaders provide meaningful 
feedback that may also make teachers uncomfortable and cause them to adjust and improve their 
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practice.  So, the leadership work necessary to propel this plan forward is a careful study of what 
Katz et al. (2018) describe as intelligent practices. They suggest that a school is intelligent when 
“it strives to use what is already known about what works, and when its teachers are supported to 
learn these things and to implement them with fidelity” (Katz et al., 2018, p. 22). Leithwood 
(2013) agrees, suggesting that a coherent instructional strategy “should be aimed at influencing 
the use of instructional practices supported by the best available evidence… [and] there is now 
an emerging, evidence-based consensus about the central feature of most forms of powerful 
instruction” (p. 13).  
The first step towards purposeful practice is to learn which practices are known to be 
successful in developing student responsibility and ownership of learning. John Hattie (2009) has 
published Visible Learning wherein he publishes a synthesis of multiple meta-analyses 
measuring the effect sizes of pedagogical variables. He continues to update the effect sizes on his 
website so that it includes the most recent data. Once the intelligent and focused strategies have 
been studied by the leader, she/he can help explain to teachers what these intelligent practices are 
and build a case for why a school would mandate such practices (Katz et al., 2018). Hempenstall 
(2006), in arguing for the necessity for evidence-based practice–another word for intelligent 
practice–in education, goes so far as to suggest that eventually “instructional approaches will 
need to produce evidence of measurable gains before being allowed within the school curriculum 
system” (p. 88). Mandating intelligent practices across the school will help to create a sense of 
institutional coherence (Katz et al, 2018; Fullan & Quinn, 2016). When a leader mandates a 
pedagogical strategy, the intelligence of it needs to be cogently articulated, the evidence needs to 
be clear, so that teachers will accept it as a necessary practice. After this, teachers will require the 
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necessary support and training to implement the practice effectively. This will require another 
important aspect of propelling the change forward. 
 In Chapter 1, it was mentioned that professional development at Bound Yet Free 
Christian School often takes on the form as described by Sparks (1994) where educators are 
sitting passively in a room while an ‘expert’ is called in to expose them to a new practice. This 
approach does not instill confidence in the staff, nor does it promote collaboration, provide 
meaningful feedback, or answer questions teachers may have as they try to implement the 
change. Katz and Dack (2013) rightly explain the challenge of changing the status quo of 
organizational practice. The school’s system of professional growth requires transformation. This 
kind of transformation requires building relationships and developing people (Katz et al., 2018; 
Malphurs, 2003). The leader needs to develop a positive learning culture where teachers have 
opportunity to develop capacities as leaders. This culture is developed when relationships are 
built on trust, when principals participate in the learning culture as a learner, and where everyone 
understands that learning is a challenging process where professional critique and feedback is 
accepted within the relationship of trust. Fullan and Quinn (2016) explain that leaders create a 
culture of growth when they “use the group to change the group” (p. 47). The leadership at 
BYFCS needs to change the approach to building capacities of teachers so that leadership 
capacities are developed (Mullen & Jones, 2008), so that collaboration is meaningful and deep, 
and that there is a professional level of internal accountability that will help ensure the improved 
practice of teachers (Fullan & Quinn, 2016).  
 The intelligent, responsive leader also responds to the outworking of strategies, responds 
to the needs of individual teachers, and assesses the culture of the organization organically to 
foster a culture of continuous improvement (Katz et al., 2018). This responsiveness begins by 
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prioritizing listening (Malphurs, 2003; Safir, 2017), ensuring that the leader rightly understands 
the concerns, questions, or suggestions of others. It also includes providing effective feedback to 
teachers which answers three important questions: “Where am I going? (the goals), How am I 
going? (the progress being made toward the goals), and Where to next? (what needs to be done 
to get better)” (Katz et al., 2018, p. 70). It is this last question that propels the feedback to future 
action and improvement (Brookhart & Moss, 2015). Such feedback helps to create the 
continuous improvement culture, encouraging teachers to work outside of their comfort zone and 
to try approaching the improvement of student learning differently (Katz et al., 2018). Key to this 
development is creating a growth mindset among the staff. Teachers need to have a growth 
mindset in order to effectively improve their role in increasing student development and improve 
student learning (Dweck, 2006; Tomlinson & Murphy, 2018). It is easy to rely on the 
development of old lessons, old practices, and even past successes. Nevertheless, teachers have 
never completely reached the pinnacle of success and what is successful for one group of 
students may not be successful with another group. Engaged teachers can help create engaging 
classrooms. Just as teachers are responsible for engaging students in their learning, so principals 
are responsible for engaging teachers in their capacity building.  
Framework for Leading the Change Process 
There are several different approaches that leaders can take to implement organizational 
change. One of the most prominent approaches is Kurt Lewin’s three-stage model (Burnes, 
2009). The model for change will be considered and eventually dismissed as Kotter’s 8-step 
model for change (Kotter, 2012) will be used to complement Deming’s (2000) model for 
continuous improvement.  
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One popular model for organizational change is Kurt Lewin’s three-stage model. Burnes 
(2009) suggests that Lewin was “the first behavioral scientist to offer a theory-based, practical 
and ethical approach to change” (p. 364). In 1951, Kurt Lewin published Field theory in social 
science and introduced his Unfreeze–Change–Refreeze model (Cawsey, et al., 2016). Burnes 
(2009) provides greater context for this 3-Step model. He explains that Lewin articulated three 
requirements for successful change which include the freedom for individuals to make their own 
choices without being coerced, that the change be “helped, by a neutral facilitator, to understand 
how their behavior is formed, motivated, and maintained” (Burnes, 2009, p. 368), and then, with 
this new learning, they could engage in action research and implementation of the 3-step model 
(Burnes, 2009). Cawsey et al. (2016) explain that the first step, unfreezing, must take place 
before change can occur. This process can be unsettling as it “dislodges the beliefs and 
assumptions of those who need to engage in systemic alterations to the status quo” (Cawsey et 
al., 2016, “Stage Theory of Change - Lewin,” para. 1). Often something happens either internally 
or externally that jolts or unfreezes the organization and makes it necessary to consider a change 
of practice, habits, assumptions, and/or structures.  After there is a conviction that change needs 
to be implemented, the leadership personnel ensure that this need is understood throughout the 
organization. Once the need for change is understood, the next challenge is deciding what 
specific changes are necessary (Cawsey et al., 2016).  
During this second stage, uncertainty is considerable. The leader needs to make some 
significant decisions about what to change, who to use, the process of implementation, etc. Once 
the changes are in place and the new habits and patterns are developed, the result is a renewed 
equilibrium. Once this point is reached, the change becomes systemic within the organization, 
and it refreezes (Cawsey et al., 2016). Cawsey et al. (2016) are concerned that this process is too 
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simplistic and linear. Kanter, Stein, and Jick (1992) agree. They suggest this process is “quaintly 
linear and static” and views the “organization as an ice cube” (p. 10). Change is more complex.  
A second concern Cawsey et al. (2016) have is that there seems to be a response to the 
unexpected external pressure that causes the unfreezing, but it is reactionary, not visionary. Their 
final concern is the concept of ‘refreezing.’ It is a static position and “implies that change is a 
discrete event, rather than a continuous process” (Cawsey et al., 2016, “Stage Theory of Change 
– Lewin,” para. 14). In today’s rapidly changing culture, organizations need to be very careful 
that they do not become frozen, implying that they only need change when external pressures 
cause them to unfreeze; they need to be ready to adapt to dynamic and constant changes. For 
these reasons, while initially Lewin’s model is attractive, it makes more sense to adapt and apply 
Kotter’s (2012) eight stage process. 
 John Kotter (2012) develops a comprehensive eight-stage process for change (see Figure 
2).  
 
Figure 2. Kotter’s 8-step change model. Adapted  from Kotter, 2012, p. 25. deBoer, C. (2020) 
Kotter’s eight step approach for organizational change is useful in a school context. Schools are 
non-profit service-oriented organizations, not businesses. A high moral purpose is at the heart of 
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what schools do in educating generations for service in this world. Doing the best work that 
schools can do is a matter of urgency. This urgency requires collaboration and the guiding 
coalition helps set forth an urgent vision for change that empowers the whole staff and school 
community, that can celebrate staff and student successes, and allows for these changes to take 
root within the school and become systemic.  
The first step is fundamental. Establishing a sense of genuine urgency and tension often 
motivates people to find resolution to that tension. Marzano (2007) establishes the importance of 
creating a sense of urgency to engage student learning and it seems just as applicable to 
principals for engaging teachers. Kotter (2012) refers to major opportunities and to crises as 
causes for creating urgency. The second stage emphasizes using other leaders, developing their 
capacities, and using them to help create a vision for change (Fullan & Quinn, 2016; Mullen & 
Jones, 2008). Developing a teamwork approach with significant stakeholders will help create a 
smooth transition from the current state to the desired future one. This team will be instrumental 
in the development of a vision and a strategy for implementation, the third element. The fourth 
step, communicating the change vision, is crucial (Sterrett, 2011). Kotter (2012) and Sterret 
(2011) argue that the change vision needs to be shared through constant and consistent 
messaging, not only through memos or training, but also through the modeling done by the 
guiding coalition.  
This significance of communication is echoed by Lewis (2019). She identifies five 
dimensions for consideration when communicating change. Each of the five elements can be 
used strategically with an understanding of the context from the perspective of the implementer 
and of the stakeholder. The first element is disseminating information and soliciting feedback. 
The implementer must choose what information is disseminated and what kind of feedback is 
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solicited (Lewis, 2019). The second element is choosing between a one-sided or a two-sided 
message (Lewis, 2019). A one-sided message simply presents arguments in favour of the desired 
change while a two-sided message adds the element of discussion regarding opposing arguments 
to the advocated position, sometimes just acknowledging them and sometimes refuting them. 
The third element to consider in strategic communication is whether the “persuasive message is 
framed in terms of gains or losses” (Lewis, 2019, p. 175). The gain message expresses the 
advantages of working with the implementer’s vision while a loss frame focuses on the 
disadvantages of not working with the change plan (Lewis, 2019). The fourth dimension for 
strategic communication is whether the message is targeted to a certain group or shared more 
generally. Lewis (2019) refers to this as a targeted or blanket message. A blanket strategy shares 
the information through equal dissemination to all stakeholders and invites equal participation. A 
targeted message is carefully planned for different stakeholders, sometimes with the implementer 
marketing the message to a specific groups’ special interests or values. A targeted message may 
also be aimed at sharing the message with the stakeholders on an as-needed basis. The fifth 
element of strategic communication focuses on whether or not the leader stresses the urgency of 
the need for change (e.g., discrepancy message) or highlights what the change can accomplish to 
make the organization greater (e.g., efficacy message) (Lewis, 2019). This focus on strategic 
communication aligns well with Kotter’s (2012) eight step model for change.  
 The fifth stage in Kotter’s eight step model is empowering broad-based action (Kotter, 
2012). This includes changing systemic practices that undermine the change vision, getting rid of 
obstacles. It also includes encouraging stakeholders to take risks and try new ideas and actions to 
achieve the desired future state. For teachers to feel free to take such risks, relationships of trust 
and benevolence will have been established so that teachers know they will be supported in their 
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efforts, and not judged (Marzano et al., 2005; Malphurs, 2003). The sixth step is to generate 
short-term wins. This would be another important stage, one that has not always been used at 
BYFCS. Kotter makes it clear that such celebrations help encourage stakeholders to continue in 
persevering to the desired future state. It helps change implementers to pursue further changes 
when they can perceive that their efforts and their successes are noticed, appreciated, and 
celebrated (Johnson, 2005). The next stage includes consolidating gains to produce more change 
(Kotter, 2012). As the trust and credibility of the change plan is understood and grows, there is 
opportunity to push the change vision further, to find more personnel that will help further the 
vision, and to reinvigorate members of the organization with the change plan. The eighth stage is 
to anchor the changes in the culture of the organization (Kotter, 2012). This includes monitoring 
the changes and articulating the relationship between the changes made and the new successes 
experienced (Johnson, 2005). It also includes careful consideration of leadership succession so 
that the new approaches will not be lost. 
 Cawsey et al. (2016) note that Kotter’s eight stage approach is meant to be followed 
through sequentially. That would be a significant concern and one of the reasons why it does not 
sufficiently address the desire to see BYFCS develop into an organization focused on continuous 
improvement. BYFCS can implement Kotter’s eight stage model for initiating and implementing 
change and then work to apply Deming’s (2000) model for continuous improvement using his 
plan-do-study-act approach (Evans, Thornton, & Usinger, 2012). This PDSA approach (see 
figure 3) usually begins with small plans which are enacted, studied by collecting data and 
analyzing the effects, and then moves again towards ensuring that changes are improved or 
institutionalized. 
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Figure 3. Adaptation of Deming’s (2000) PDSA model. deBoer, C. (2020) 
Critical Organizational Analysis 
 Bound Yet Free Christian School is ready to change. This was evidenced in Chapter 1 
through the two external evaluations that BYFCS (2014; 2018) commissioned to help the 
organization create a vision for a desired future state. That desired state includes helping students 
be better prepared for post-secondary options (BYFCS, 2018) and to focus more intentionally on 
the academic development of students (BYFCS, 2014). In addition, the 2018 external evaluation 
recommends that “staff in-service should include review of changing student learning styles and 
needs and adjustment in teaching techniques that may be required” (BYFCS, 2018, p. 14). While 
some teachers may be intrinsically motivated to pursue different pedagogical practices, most 
teachers are fully engaged with the busyness of every day to intentionally pursue such practices 
without collaboration, incentive, or mandate. It is also true that the staff has become a bit 
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wearisome with the many efforts for change that were introduced since I began my role as 
principal in 2014 (BYFCS, 2016), what Fullan and Quinn (2016) call ‘initiativitis.’ Carefulness 
to monitor previous changes without the introduction of new practices has been the norm since 
2016, in anticipation of this OIP.  There is a contentment among the staff (BYFCS, 2018) and a 
desire to continue to improve our collective practices in order to enhance student learning. 
 There are several elements that need to be addressed in order to move the organization 
from its current state to the desired future one. Following Kotter’s eight step approach, I hope to 
outline the current state and the steps needed to move to the future state. The first step Kotter 
mentions is to create a sense of urgency.  Fullan & Pinchot (2018) describe this first step as 
“going slow to go fast” which means that leaders “strike the right balance at the beginning 
between communicating a sense of urgency and building trust” (p. 49). This takes time. It will be 
important for the leadership team to have a right understanding of the current practices in the 
organization, the current practices of the teachers. Providing the teachers with accurate, truthful 
evidence of what our current practices are, will help to establish that sense of trust. The challenge 
will be communicating the sense of urgency without demoralizing the staff members. If the sense 
of urgency comes across too strongly, it may result in staff members thinking that all their work 
needs revolutionary change. The leaders in the school need to demonstrate a deep appreciation 
for the work of the staff members, while also highlighting important areas for growth and 
development. The teachers will need to see that our students are product driven when they think 
about their learning; they are focused on the end-product rather than on the process of learning. 
When the staff perceive this as true, when they understand that the urgency is in developing 
student ownership in learning, we can then introduce them to new pedagogies that help students 
think more critically about the process of learning, and their role in it. This requires 
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demonstrating to teachers that the new pedagogies are intelligent practices (Katz et al., 2018), 
those practices that demonstrate an effect size greater than 0.40 (Hattie, 2009). 
 Creating a guiding coalition (Kotter, 2012) is the second stage in this model. This 
approach is supported by Fullan and Quinn (2016) who suggest that it is wise to “create a task 
team that is small but representative of the layers of the organization to strategize a plan and 
provide leadership” (p. 22). The school has been restructured to have three main corridors of 
learning: 1) K-4; 2) grades 5-8; 3) high school, the grades 9-12). BYFCS leadership would take 
one member from each group, as well as the assistant principal and the resource teacher, to create 
this task team or guiding coalition.  This team would be instrumental in developing a common 
language around the change vision, strategize the change plan, and provide leadership especially 
among their more immediate sphere of influence. This leadership team can be effectively used as 
the administrators move through the other steps of Kotter’s (2012) paradigm for change. 
 The third step is to create the vision and strategy for implementation (Kotter, 2012). This 
vision speaks clearly about the future state. Fullan and Quinn (2016) outline a strategy for 
developing this level of collaboration towards a shared vision. It begins by asking the question, 
“What learning do we want for our student(s)” (Fullan & Quinn, 2016, p. 22). This improvement 
plan answers that question with–we want the students to develop learning competencies in the 
area of responsibility and ownership. As a guiding coalition, we would develop two or three 
significant goals that would help us achieve that vision and then work out a plan or strategy for 
achieving those goals. Fullan and Quinn (2016) would also have the task team develop a 
coherent picture, visually and in words, of the pieces of the plan and how they connect. This will 
be used to share the vision more broadly with staff members as well as the parental community. 
The other element where the task team can help administration develop is in identifying previous 
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES 51 
 
 
 
mandates, initiatives, or distractors that may not feed towards the new vision. If the vision of the 
organization is focused on the development on student ownership and responsibility for their 
learning, then the focus for teachers and other stakeholders should be focused there as well 
(Cassada, Stevens, & Wilson, 2005). This removal of distractions will help keep teachers from 
being overwhelmed with all the various expectations different people put on them.  
 Kotter’s (2012) fourth stage sees the leader communicating this change vision clearly and 
consistently with the various stakeholders. This is where change plans in the past at BYFCS have 
started to derail (BYCS, 2016). The lack of clarity about the process and purpose of change and 
the role various stakeholders were to play, has been a challenge. Having developed a guiding 
coalition, the leader has opportunity to share concerns, communicate intelligent practices, and 
respond to initial feedback from the members of the task team, consistent with the intelligent, 
responsive leader paradigm (Katz et al., 2018). When communicating the change vision, it would 
be best to present a one-sided message which “simply presents arguments supporting the 
advocated position” (Lewis, 2019, p. 168). Most teachers are not looking for the opposing 
messages unless they already have a conviction that opposes the proposed change plan. It is best 
to stick to a one-sided message when the message is not a known controversy. This one-sided 
message will also be communicated within a gain frame which “emphasizes the advantages of 
compliance with the persuader’s message” (Lewis, 2019, p. 175). The advantages will not be 
articulated as personal advantages to the one who complies, but to the advantage of the student 
learner. The communication strategy will also be targeted. The Board members will get a broad 
overview of the vision that is presented in this OIP proposal. The task team will then be the first 
to hear and contribute to the vision in an intentional way. The school’s parent community will be 
made aware of the focussed goal, but not with all the minute details of the change plan. Articles 
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in the school’s magazine through the school year will be shared by administrators, members of 
the task team, teachers, and even students as they perceive the change in their own work habits. 
The other element that Lewis stresses in her commentary on strategic communication is the 
degree to which the implementer stresses a discrepancy or efficacy message (Lewis, 2019). In 
the context of BYFCS, it seems that both messages would be effective and meaningful. A 
discrepancy message is one where the communicator stresses the urgency to initiate change 
(Lewis, 2019), and that aligns with the first stage of organizational change (Kotter, 2012). An 
efficacy message is one that stresses the benefits of the change plan and the important role that 
teachers can play in it. It would seem both kinds of messages could be effective in motivating 
and encouraging staff members to continually pursue the change plan.  
 The fifth step in Kotter’s (2012) paradigm is to empower broad-based action. This stage 
will use Fullan and Quinn’s (2016) coherence model, focusing on cultivating collaborative 
cultures, and using the “power of collective capacity [as] it enables ordinary people to 
accomplish extraordinary things [because] working together generates commitment” (Anrig, 
2015). This includes the importance of developing collaborative inquiry, creating horizontal 
accountability structures, and cultivating focused attention on the vision (Fullan & Quinn, 2016). 
The leaders of BYFCS, namely the principal, vice-principal, and Board members, need to share a 
compelling vision and provide teachers the opportunities to develop capacities in order to fulfill 
the vision to improve student responsibility and ownership of learning. Fullan and Quinn (2016) 
explain that “effective change processes shape and reshape good ideas as they build capacity and 
ownership” (p. 75). It would be my hope that as teachers learn to develop ownership for 
improving their own practices, they assist students in learning how to take ownership for their 
own learning. Capacity building “maximizes the skill, potential, and self-reflective ability of 
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each individual teacher on staff… [and] strengthens the collaborative relationships of the entire 
teaching corps” (Hall & Simeral, p. 6). The entire school needs to have a strong understanding of 
the goals, as well as the challenge that reaching the desired future state will be for leaders, 
teachers, and students. Teachers cannot simply change practices or implement new pedagogies 
overnight. They need to investigate, contemplate, consider, and evaluate the pros and cons of a 
new practice and strategically discern the best way of introducing and implementing the practice 
in the classroom.  
 The sixth stage in Kotter’s (2012) model is generating short-term wins and celebrating 
them. In fact, Kotter speaks about ‘creating’ the wins. This is part of the process plan for 
encouraging staff member to persevere with the change plan. The challenge for the guiding 
coalition is to include short-term markers that can be celebrated along the way to the fuller 
implementation of the plan. Related to this stage is the concept of motivation. Celebrating 
created wins can be used to motivate staff members to carry on with the challenges of the change 
plan. If we do not celebrate intermittent successes, various stakeholders may lose motivation to 
continue with the hard work. Semadeni (2009) suggests that adult learners are motivated when 
they feel a need to learn and that the “secret to success is helping educators develop a strong 
desire or need to learn without discouraging them… and to ensure that each training session 
provides meaningful strategies that can be applied immediately” (p. 2). When teachers feel the 
need for change, they are often intrinsically motivated to pursue it. They also need to see the 
relevance of growth opportunities towards their classroom practice in order to be motivated to be 
engaged in these events. Experientially, it seems as though novelty often serves as a good initial 
motivator, but it is not effective in sustaining tenacity and persistence when challenges arise or 
when old habits come to the fore. By working collaboratively with colleagues, setting short-term 
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and longer-term goals, it is more likely that the goals become internalized by the individual 
teachers. When we celebrate collective and individual success of the short-term goals, the ones 
that the teachers have set, then intrinsic motivation runs stronger and pushes members to the next 
short-term goal. There will need to be a balance between telling teachers what the vision is, and 
the various teams setting short-term goals towards that vision. The celebrations can include 
words of appreciation, both individually and collectively, privately or publicly. They could 
include donuts for the staff, or opportunities for teachers to share their successes with colleagues 
at our school or other schools. I would, however, make it clear that I will not be using extrinsic 
awards as a means to motivate, rather, I believe that as the teachers work together to set the 
goals, they will be intrinsically motivated, they will motivate each other, and they will hold each 
other accountable to reach the goals. 
 The seventh stage in Kotter’s (2012) model is to consolidate gains and produce more 
change. This aligns well with Deming’s (2000) Plan-Do-Study-Act paradigm. Cannata, Redding, 
and Nguyen (2019) describe this PDSA cycle as one that “requires identifying the aim of a 
particular improvement, testing the change idea, and monitoring whether the observed changes 
led to the intended improvement” (p. 336). By consolidating gains, the guiding coalition can 
assess how effective the various changes have been in moving the organization towards the goal 
of improved student learning. By studying the student feedback and assessing the level of 
success, the coalition can provide feedback to the various groups, encouraging them where there 
is success, making suggestions for improvements where warranted, and by asking critical 
questions to help steer the group towards new short-term goals. This constant cycle develops the 
continuous improvement model. At the same time, when teachers have had measured success in 
helping students take responsibility for their own learning, we will be able to celebrate the 
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success or completion of that vision. The focus will no longer need to be on that goal even 
though there will always be room for continuous improvement around this topic. 
 That leads then, to Kotter’s (2012) eighth stage which is anchoring new approaches in the 
culture. Indeed, this is when the vision, the desired future state, will have been attained. In order 
to anchor these new approaches, the school’s leadership will need to monitor the ongoing use of 
the intelligent practices that are being developed by teachers over the years. It will be important 
for the leaders to keep apprised of new developments in pedagogy, carefully discerning fads and 
anomalies from solid proven teaching practices. This will also be the time when the leaders can 
demonstrate that the hard work is proving effective. There will be good reasons to anchor these 
practices throughout the organization. This does not mean the organization can “refreeze” 
(Cawsey et al., 2016). This concept of anchoring new practices should not suggest that growth is 
therefore complete. Once these changes, once this vision for student responsibility and 
ownership for learning becomes part of organizational practice, then we can mark success, we 
can celebrate improved student learning, and we can take a break from such an intense process 
for a while, until we discover a new sense of urgency that requires a new implementation of 
Kotter’s eight steps.  
Possible Solutions to Address the Problem of Practice 
The problem of practice at BYFCS is that too few students are developing capacities in 
taking responsibility and ownership for their own learning. Hattie (2009) suggests that “one of 
the ‘grammars of schooling’ is that students are to be made responsible for their learning” (p. 5). 
In order to address this, the OIP seeks to build the capacities of teachers in pedagogical practices 
that will improve student learning in this area. This provides two areas for growth. The first is in 
discovering what are the intelligent practices that teachers can use, and students can practice, to 
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help develop responsibility competencies. The second is a plan for developing teacher capacities 
in these new pedagogical practices. The possible solutions seek to lead towards what Katz et al. 
(2018) describe as intelligent schools where such “schools work within the clear parameters of a 
focused approach to instruction, relying on informed prescription to make a difference by 
capitalizing on what’s ‘known’ (from research and evidence)” (p. 24).  
 The first challenge is in discovering what the intelligent practices are. While it is possible 
to find various articles promoting or discouraging certain practices, it seems wisest to pursue 
solutions that have significant support even if there are some who would disagree. Katz et al. 
(2018) suggests that Hattie’s (2009) continuous work in the area of visible learning can help give 
leaders a synopsis of intelligent practices. Hattie (2009) describes the effectiveness of various 
practices by quantifying the effect size of the individual practices. He suggests that the “effect 
size of 0.40 sets a level where the effects of innovation enhance achievement in such a way that 
we can notice real-world differences, and this should be a benchmark of such real-world change” 
(Hattie, 2009, p. 17). Recall from Chapter 1 that the use of a practice that has effect size of 1.0 
means that a person would have an 85% greater understanding of a concept than one who did not 
make use of that strategy.  
 One of the areas that could help improve student ownership for learning is goal setting 
(Cannata, Redding, & Nguyen, 20019). Closely tied to the effectiveness of goal setting is self-
efficacy which are two key elements to self-regulated learning (Schunk, 1990; Locke & Latham, 
2006). Goal setting helps to create a sense of discrepancy between one’s present state and a 
desired future outcome (Locke & Latham, 2006). This sense of discrepancy or tension can 
motivate individuals to make progress to the desired future state. Hattie (2009) suggests that 
goals have an effect size of 0.56 and that harder goals are more effective than simplistic ‘do your 
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best’ generalities. Hattie’s (2017) also examines ‘learning goals vs. no goals’ and when 
comparing the two, learning goals has an effect size of 0.68. Locke and Latham (2006) suggest 
that goals are effective even when they are not set by the individual. They can be assigned by 
others, they can be set in collaboration, or they can be set by the individual. The important 
element is “commitment to the goal, which is enhanced by self-efficacy” (Locke & Latham, p. 
265). Self-efficacy is one’s belief about one’s own ability to achieve the set goal with a desired 
degree of proficiency (Schunk, 1990; Heimerdinger & Hinsz, 2008).  When students are 
committed to a goal, to their own growth, and when they reach success, they have a legitimate 
reason for increased self-efficacy. Hattie (2017) suggests that self-efficacy has an effect size of 
0.92, a very significant impact. Clearly, staff need to work together to build a student’s sense of 
self-efficacy, not by inflating egos, but by carefully helping them achieve manageable goals 
through intentional planning and regular feedback. Goals can be either performance goals or 
learning goals. For students, learning goals turn one towards development of a task competence 
(Heimerdinger & Hinsz, 2008) while, as Locke and Latham (2006) suggest performance goals 
can  
lead to a ‘tunnel vision’ – a focus on reaching the goal rather than acquiring the skills  
required to reach it… the best results are attained if a learning goal is assigned – that is, a  
goal to acquire the requisite task knowledge. (p. 266) 
Generally, students, and perhaps teachers, seem to be driven by performance tasks / goals at 
BYFCS. This requires a shift in teaching. Teachers will need to develop their capacities in 
helping students understand the learning goals for individual lessons, for units, and for the 
course. They will need to outline the requisite learning goals for performance tasks and give 
students feedback not on the overall performance task, in the first place, but rather on the 
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learning goals embedded into the task. It may also be necessary for a teacher to examine his or 
her self-efficacy in attaining the goal of student growth in this area. Perhaps teachers struggle 
with how to set measurable goals, how to articulate learning goals, or how to assess student 
progress in this area. Developing a community of practice focused on learning goal setting is one 
of the goals of this OIP. 
 Another area that should be pursued more intentionally in addressing the problem of 
practice is in the area of intellectual virtues. BYFCS has practiced collaboration as a learning 
community in its study of Virtuous minds: Intellectual character development by Philip Dow 
(2013). The initial response was enthusiastic, but the training, implementation, planning, and 
monitoring of the use of these virtues was poorly done. Classroom visits by the principal did not 
focus clearly on the use of intellectual virtues, discussions were not had about them, and students 
were not engaged with them, explicitly. Some classrooms spoke about them during the school 
year, but they did not become engrained in the arsenal of teacher practice. Nevertheless, teachers 
need to develop their own capacities in the knowledge and skills of intellectual courage, 
carefulness, tenacity, fair-mindedness, curiosity, honesty, and humility (Dow, 2013). As they 
grow in their knowledge and application of these virtues, they can then work together to train 
students in these areas throughout the all the various grades and subject areas. These are 
cognitive skills, and as students develop these intellectual virtues, they will grow in their ability 
as independent and responsible learners. 
 Another strategy that could be implemented to help improve student responsibility and 
ownership for learning is the use of metacognitive skills. Perry, Lundie, and Goldie (2018) 
include self-regulated learning, thinking skills, and Learning to Learn concepts within their 
understanding of metacognitive skills. Metacognition is often divided between knowledge and 
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skills (Perry, Lundie, & Goldie, 2018; Zohar & Barzilai, 2013). Metacognitive knowledge 
“refers to knowledge, beliefs, ideas, and theories about people as ‘cognitive creatures’ and about 
their diverse interactions with cognitive tasks and strategies” (Zohar & Barzilai, 2013, p. 123). 
Metacognitive skills are “skills and processes used to guide, monitor, control and regulate 
cognition and learning” (Zohar & Barzilai, 2013, p. 123). Metacognition, in short, is focused on 
helping students gain an increased understanding of how to learn and it includes “an awareness 
of one’s own thinking and reflection on the thinking of self and others as an object of cognition” 
(Kuhn & Dean, 2010, p. 270). Hattie (2013) also argues that students are significantly more 
aware of their own academic performance when they are taught metacognition skills.  
Schraw and Dennison (1994) developed a 52-point metacognition awareness inventory 
that could be introduced to the staff of BYFCS to help introduce the concept of metacognition to 
them. Not many teachers in this school are aware of these strategies or of the impact they can 
have on student learning. Many of them are conscientious practitioners who are engaged in 
metacognitive practices unaware that’s what they are doing. The goal would be to have teachers 
develop their own metacognitive knowledge and skills so that they can then implement the 
appropriate strategies in their own classes to help students grow in their metacognition. Teachers 
will have to see and experience the relevance of these strategies before the leadership of BYFCS 
can expect them to implement them intentionally and consistently.  
 A closely related element for developing student metacognition is the teacher practice of 
assessment for learning and teacher use of student assessment as learning. Assessment practices 
have typically focused on assessment of learning, or summative assessment. This is the process 
where students submit a performance task and teachers give feedback, usually as justification for 
the grade given to the student on the performance task. These tasks often come at the end of a 
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unit of study. What teachers at BYFCS need to focus on is assessment for learning (AfL). AfL 
occurs throughout the learning process. Earl and Katz (2006) explain that it is “designed to make 
each student’s understanding visible, so that teachers can decide what they can do to help 
students progress” (p. 29). Earl and Katz (2006) further go on to explain that AfL enhances 
student motivation and commitment to learning. It demonstrates that teachers are committed to 
seeing students move forward in their varied skills. Hattie (2009) explains that feedback has an 
effect size of 0.73. This suggests that meaningful feedback to students will impact student 
learning significantly, although it is a bit of a challenge to know if Hattie is focused on feedback 
from teacher to student or vice-versa (which is addressed later in this section).  
To encourage AfL, there will need to be a significant culture shift at BYFCS. Teachers 
may like the idea, but students will be wary. Students have adopted, largely, the idea that 
assignments are about grades and they only need to try their best on assignments that are for 
marks. They regularly ask “Is this for marks?” Teachers, perhaps subconsciously, have adopted 
the idea that if an assignment is not for marks, then it will not be done well, so they try to 
motivate students by telling them that it is for marks. This is an unhealthy cycle. Students and 
teacher need to develop a growth mindset, not only theoretically, but also practically. Students 
need to learn that submitting assignments for feedback from the teacher will help them develop 
their learning skills, that submitting work without formal evaluation is an opportunity for growth 
without the stress of earning a grade. Teachers need to have the courage to hold students 
accountable for their assignments, not by extrinsic motivation of a grade, but by having students 
push themselves to perform better and better, and work with them to understand that the teacher 
will not accept mediocrity. AfL is an important step that should also lead to assessment as 
learning (AaL).  
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When teachers give meaningful feedback for student growth, the student learns to search 
for the things that the teacher is looking for before he or she submits an assignment. It is 
particularly AaL that will demonstrate a student’s ability to take ownership for his or her own 
learning. Earl and Katz (2006) explain that AaL is “an active process of cognitive restructuring 
that occurs when individuals interact with new ideas” (p. 41). Students need to develop critical 
thinking skills making sense of new information, relating it to prior knowledge and incorporating 
the new learning into their schema, their sense of what is right and true. AaL is an important 
subcomponent of metacognition discussed previously (Earl & Katz, 2006). Students need to 
learn about themselves as learners, learning various cognitive and metacognitive strategies that 
can be implemented in different learning situations, and discerning when and how to use them.  
 One of the lesser known concepts that may be used to address the development of student 
responsibility is called academic press. Werblow, Urick, and Duesbery (2013) explain that in 
schools characterized by strong academic press, “teachers set high, achievable goals for students; 
students and teachers perceive that students work hard; and students are respected for their 
accomplishments” (p. 273). Gibney, Preston, Drake, Goldring, and Cannata (2017) explain that 
academic press is associated with “increased student engagement and academic achievement” (p. 
131). Others suggest that academic press is associated with strict adherence to rules, prioritizes 
academic success, and is emphasized more in competitive learning environments rather than 
cooperative ones (Shi, Peng, Yang, & Macleod, 2018). In this paper, Werblow et al.’s (2013) 
definition and description of academic press is a good summary of the aura that the school’s 
leaders seek to set at BYFCS, but one which we have not yet reached. It also fits in well with the 
idea of student responsibility as outlined by Romi, Lewis, and Katz (2009). They explain that 
responsibility includes the “students’ willingness to exercise their own learning rights and to 
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protect others’ rights to learn and enjoy physical and emotional safety” (Romi, et al., 2009, p. 
441).  The emphasis here is the co-responsibility of students for each other. Students need to 
learn, and teachers need create the sense that the learning space is a community where we, 
teachers and students alike, have a responsibility towards each other. It is not just the teacher’s 
responsibility to call out immature behaviour of some students. Positive peer pressure from more 
mature students, done in a respectful way, can have a greater impact on the behaviour and culture 
of a classroom than constant reminders from the teacher alone. We all need to take ownership of 
the learning space.  
Academic press can also include receiving formal feedback from students to teachers. 
Alison Cook-Sather (2010) encourages teachers or administrators to provide students an 
opportunity to give feedback about their learning experiences. The students in her study desired 
to give feedback “in a constructive way that would (hopefully) prevent some of the problems we 
see in our teachers from developing in future teachers” (p. 16). Mandouit (2018) explains that 
teachers need to see the process of student feedback as an opportunity for growth and 
development, not a measure of their performance. Feedback should be used to drive professional 
development, not promotions, raises, or other implications for a contract. In my own experience, 
in a previous school, I created and implemented a careful set of questions seeking student 
feedback. Previously, teachers had created their own set of questions seeking feedback, but the 
questions were carefully crafted to make teachers less vulnerable. The students were not taught 
how to give feedback in a respectful way, either. By asking a set of direct questions and helping 
students answer them genuinely and seriously, teachers could receive feedback and work with it 
in a meaningful way. By requesting and grappling with student feedback throughout a course of 
study, teachers and administrators can demonstrate how much they respect students and how 
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much they all contribute to the learning environment of the classroom. BYFCS should 
implement a process for garnering student feedback, not just at the end of a course, but at certain 
checkpoints along the semester. 
 The final area that will contribute to the solution for this OIP is in improving the 
teachers’ collective sense of efficacy. Hattie (2017) explains that collective teacher efficacy has 
an effect size of 1.39. That is a significant number and an intelligent responsive leader (Katz et 
al., 2018) would work hard to ensure that the aforementioned pedagogical practices would be 
learned and practiced so that the collective sense of efficacy would grow. The only other element 
that has a greater effect size is the teacher’s belief of the students’ level of achievement which 
has an effect size of 1.44 (Hattie, 2017). These two elements are very much tied together. 
Teachers will have an anticipation of higher expectations and levels of success when everyone in 
the school is practicing intentional goal setting, intellectual virtues, metacognitive skills, 
improved assessment practices, academic press and student feedback on classroom practices. 
Fullan and Quinn (2016) suggest that to make the organization a coherent one, it is important to 
deepen learning, and that in order to do so the organization’s leaders need to clearly articulate 
deep learning goals, build precision in pedagogies, and change practices through building 
capacity.  
Past efforts to build capacities of teachers have not always been successful, because it 
was often done poorly by the administrator. The principal was more product focused, 
performance-goal oriented, rather than process-oriented. The challenge has not been the 
introduction, but the planning, monitoring, and feedback plan for these initiatives. In addition, 
the goals were not clearly articulated or focused; there have been too many to focus on at once. 
Instead, Fullan and Quinn (2016) outline the importance of developing a shared vision and 
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language around deep learning goals. They stress the importance of building precision in 
pedagogy by constructing a common language and knowledge base, identifying proven (e.g., 
intelligent) pedagogical practices, building capacities of teachers, and providing clear causing 
links demonstrating the impact of new pedagogical approaches (Fullan & Quinn, 2016).  
In order to build the capacities of teachers, Fullan and Quinn (2016) provide five key 
components that a principal can use to set a culture in their school that is ready to grow. The first 
is to “use quality professional development that is research based, consistent, convenient, 
relevant, and differentiated” (Fullan & Quinn, 2016, p. 102). The importance of focussing on 
evidence-based professional development is affirmed by Marzano et al. (2005) and Marzano 
(2007) where providing evidence for leadership and teaching strategies are the norm. It is only 
through research that anyone can determine which strategies should be used consistently, are 
relevant, and can be rightly differentiated to good use in classrooms.  
A second consideration is for a leader to prioritize capacity building during staff 
meetings, over administrative topics (Fullan & Quinn, 2016). Jennings (2007) suggests that the 
purpose for faculty meetings should be about building relationships with staff, focussed on 
professional development, and to solve problems and make decisions. It will be important to 
view and use faculty meetings as opportunities for growth. The third idea is to “trust your 
teachers to determine the professional learning they need next” (Fullan & Quinn, 2016, p. 102). 
On an individual level this can be a good idea, but as a group, this may require negotiation and 
compromise as this plan seeks to mandate intelligent practices. This is the challenge of the fourth 
element which suggests that the leader facilitates teacher development, giving them what they 
need as they make their own decisions (Fullan & Quinn, 2016).  
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Within the context of mandated intelligent practices, there will be some room for 
individual teacher decision making. For example, teachers could decide in what subject area to 
try a new pedagogical approach, or they may choose a particular intellectual virtue over another 
one, or of the three different ways of providing meaningful feedback, they can choose one. The 
fifth element is to “expect the best by holding everyone to high standards” (Fullan & Quinn, 
2016, p. 102). This is the crucial part of the leader and the area of personal weakness that needs 
to be addressed as BYFCS seeks to be an improving school community. There are not a lot of 
external accountability structures at BYFCS, but there are numerous opportunities for developing 
improved internal accountability structures in order to improve the collective responsibility 
within teaching (Fullan, Gallardo, & Hargreaves, 2015). If the goal is to improve student 
ownership and responsibility for learning, then the teachers need to hold each other to a high 
standard of practice and together, we need to measure the impact of goal setting, use of cognitive 
tools and intellectual virtues, metacognitive skills, assessment practices, and academic press 
towards that end.  
Leadership Ethics and Organizational Change 
Bound Yet Free Christian School is a school rooted in the Christian faith and has the 
Bible as its foundation. This has implications for all aspects of the OIP, including the ethical 
approach to organizational change. Douma (1990) defines ethics as “the reflection on the 
responsible activity of man towards God and his neighbour” (p. 7). Bavinck (n.d.) writes that 
“ethics is ‘art of fruitful, godly living and dying well, to God’s glory’… Ethics concerns itself 
with how we use our natural, created gifts” (Bolt, 2019, trans., n.p.). A Christian view of ethics, 
then, is concerned with what the Bible teaches us about what is right and wrong. It guides 
Christians’ actions and intentions towards God and others. When Jesus Christ was asked which 
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of the commandments of the law is the greatest, he said, “You shall love the Lord your God with 
all your heart and with all your soul and with all your mind. This is the great and first 
commandment. And a second is like it: You shall love your neighbor as yourself” (Matthew 
22:37-39, ESV). The apostle Paul writes in Romans 13:10 that “love does no wrong to a 
neighbor; therefore, love is the fulfilling of the law” (ESV). Love, then, should be considered the 
supreme ethic within the Christian worldview.  
Another element that is important to a Christian view of ethics in education, is what the 
Bible instructs regarding the teaching of children. The Lord gave numerous commands in the 
Old Testament and instructs parents “to teach them diligently to your children” (Deut. 6: 7, 
ESV). In Psalm 34, the psalmist, King David, invites the children to come him and he will teach 
them the fear of the Lord. Proverbs 1:8 underscores the importance of parents teaching their 
children as the teacher says, “Hear, my son, your father’s instruction, and forsake not your 
mother’s teaching”. Proverbs 22:6 tells us to “train up a child in the way he should go; even 
when he is old he will not depart from it”. Training children is primarily the task of parents, but 
it can be done collaboratively with the Christian school where Christian school teachers are 
committed to a biblical ethic of love.  
When the two elements are put together, a biblical ethic of love, and the biblical 
command to teach children rightly, a sense of urgency is created for this OIP.  As a leader, it is 
imperative that love for God, teachers and students guides the process for change. 1 Corinthians 
13:4-6 teaches that “love is patient and kind; love does not envy or boast; it is not arrogant or 
rude. It does not insist on its own way; it is not irritable or resentful; it does not rejoice at 
wrongdoing but rejoices with the truth”. This demonstrates the kind of attitude that leaders need 
to have as they lead the organization through a change plan that requires carefulness.  The leader 
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cannot insist on his or her own way. Change is hard work, and it requires patience and is not 
accomplished through arrogant pride, but in humble service. This change plan will likely be 
acceptable to teachers when they see that it is rooted in love. 
An ethic of love has practical implications for this OIP also when choosing members of 
the guiding coalition. There are some teachers that may desire to be a member of this coalition 
for whom the work may not be a good fit. In addition, there may be some teachers that are too 
busy to take on increased responsibilities despite being a good fit. Love and servant leadership 
seeks to do what is in the best interest of colleagues for the benefit of student learning. Seeking 
advice from the vice-principal and having individual conversations with colleagues, the principal 
will seek out colleagues willing to serve on the guiding coalition. An ethic of love seeks to 
empathetically, intentionally, and proximally develop the capacities of teachers.  
 This ethic of love towards development of students is also crucial for teachers. While it is 
sometimes an assumed foundation in which colleagues do their work, it is important to remind 
teachers of this important ethical principle so that they can recall why they do what they do on a 
daily basis. Sometimes teachers forget that love is a command, it is not merely a feeling. We 
have a duty of care and love towards our students. This care is a responsibility and a privilege. 
Swart and Oswald (2012) explain that an ethic of care within a community of practice is 
demonstrated through concern about the well-being of the students in their care and of each 
other. They explain that “receptivity and responsiveness… characterize an ethic of care” (Swart 
& Oswald, 2012, p. 551). This care is done within the context of shared values and a growing 
relationship. The relationship in this organization is between people of a shared values system, a 
shared church community, and a shared relationship to God and each other. In addition, in the 
school context, the relationships are developing as teachers and students get to know each other 
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better, on a personal level. Teachers begin to learn about the individual needs of different 
students and respond accordingly. Students begin to understand that different teachers have 
varied strengths and weaknesses and grow in their receptivity. Teachers need to love their 
students, and this love requires patience and kindness, an opening of the heart and ears of the 
teachers towards the students so that the students can flourish under the tutelage of their teachers. 
It should be clear that an ethic of love does not forego an ethic of justice. Love does not rejoice 
at wrongdoing but deals thoughtfully with it. Discipline is rooted in the concept of disciple. 
Teachers need to disciple their students, or train them, in the way that they ought to go. The 
concept of the Christian ethic of love is not naïve or simplistic, rather, it seeks to respond to and 
proactively endeavours to be motivated by, the guiding principle of biblical love as it is worked 
out in discipline, care, and truth. 
 The implications for the OIP are varied. In the first place, the ethic of love is directed 
towards God. As a Christian leader who seeks to serve God rightly, the OIP cannot be driven by 
personal narrow-mindedness, seeking to prove individual intelligence or even organizational 
excellence as an end in itself. The leader and the organization’s stakeholders have a shared set of 
values that must serve as the foundation for all motivation for change. If the work is not being 
done out of love for the Lord and His many blessings towards our community, it is a work not 
worth pursuing. At the same time, it also puts a sense of urgency in ensuring that this plan is 
worth pursuit. There needs to be a moral sense of urgency that articulates that colleagues have a 
principled need to pursue this OIP collaboratively as we seek to fulfill the ethic of love we 
profess to have. The leader needs to demonstrate how building capacities of teachers in the area 
of goal setting, intellectual virtues, metacognition, academic press, and assessment practices is an 
act of love and is a moral duty because we love our students.  
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 It is also important that the change plan is consistently done in the context of mutual love. 
The weakness of an ethic of care is that it does not turn to a principle for guidance, but rather “a 
carer turns to the cared-for” (Noddings, 2007, p. 223). The principle for an ethic of care may be: 
“always act so as to establish, maintain, or enhance caring relations” (p. 223). While it is clear 
that a carer has a greater responsibility towards the cared-for, an ethic of love also teaches the 
cared-for to care for their teachers, peers, parents, community, and God. The ethic of love trains 
students in this ethic, not just by example, but by direct instruction and application. Students will 
learn to be critical-thinkers, learning how love is exercised to everyone even those with whom 
they have fundamental disagreements. It is a duty that we all share towards everyone else. This 
mutual love also requires mutual patience. As we struggle to learn new ideas, as we struggle to 
implement and teach in different ways, and as we struggle with new approaches to deepen 
learning, we will make mistakes as leaders, teachers, and students. We will likely get frustrated 
with each other and perhaps build resistance to the changes. As a leader it will be important to 
see resistance as an opportunity (Katz et al., 2018). It serves as an opportunity to grow, get 
stronger, and to reconsider elements of the improvement plan. Teachers will need to have 
patience with implementation strategies that are meant to motivate and instill confidence while 
they are being used for the first time, perhaps not implemented as strongly as we would like. 
There will be inconsistencies sometimes between the words and the actions of the leader, or of 
the teachers. We need to develop a culture of grace within the ethic of love while we seek to 
pursue what is right. 
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Chapter 3: Implementation, Evaluation, and Communication 
The Board of Directors of BYFCS has taken a lead role in adopting an organizational 
growth mindset over the past six years. They initiated an external review in 2014 and another 
one in 2018 (BYFCS, 2014; 2018). In 2016 they also initiated a formal external principal 
assessment (BYFCS, 2016) in order to ensure that the administration team was actively engaged 
in providing opportunity and direction for the organization’s growth. Both external evaluations 
emphasized the need to focus on improved academics (BYFCS, 2014) and on developing new 
pedagogical teaching strategies among teachers to address new learning styles of students 
(BYFCS, 2018). These two main ideas serve as part of the impetus for this Organizational 
Improvement Plan.  In response to the two external evaluations, the Board of Directors created 
strategic goals and initiatives. The principal was given numerous responsibilities which also 
include leadership in developing a more robust capacity building policy and associated 
procedures while also increasing accountability of teachers for student academic achievement. 
This plan seeks to introduce a process for developing teacher capacities within a culture of 
collaboration, focusing specifically on those pedagogical practices such as sharing the learning 
goals with students, developing skills of metacognition, and improving practices in assessment as 
learning, and others that were discussed in chapter 2.  
Change Implementation Plan 
Understanding and responding to employee concerns. Levin (2008) explains that 
“change is hard to do and takes sustained effort… Gradually we have to come to learn that real 
change requires will, skill and capacity” (p. 81). That an introduction for change in some of our 
pedagogical practices is being proposed will not come as a surprise to the employees of Bound 
Yet Free Christian School. The staff is aware that there is work being done to focus teacher 
development on improving student learning, specifically focusing on increased student 
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ownership and responsibility. As mentioned in previous chapters, it is the process of change in 
this plan that needs to be carefully implemented so that past mistakes and consequences are not 
repeated. The principal needs to practice adaptive leadership as outlined in chapter 1, while 
maintaining consistent focused messaging on the goals of this OIP. He has listened to and seeks 
to respond to the concerns of staff members about previous change plans. During the 
introduction and implementation of this change plan, there will be opportunity for both formal 
and informal checkpoints to solicit feedback from the staff. 
Powell and Kusuma-Powell (2015) explain that there are two types of challenges that 
teachers face in their professional learning: technical and adaptive. A technical challenge 
requires informational learning (e.g., learning how to use a new software program). Adaptive 
learning “calls for transformational learning or learning that requires us to rethink our deeply 
held values, beliefs, assumptions, and even our professional identity” (p. 67). This also ties into 
the concept of adaptive leadership. Heifetz (2009) explains that “leadership becomes necessary 
… when people have tough challenges to tackle, when they have to change their ways in order to 
thrive or survive” (p. 75). These are adaptive kinds of challenges where the leaders have to 
engage “people in facing challenging realities and then changing those priorities, attitudes, and 
behaviors necessary to thrive in a changing world” (p. 76). It is also possible that the role the 
leader has identified for himself may need to change. Heifetz (2009) suggests thinking about 
leadership as a brand, and that as such, it evolves over time to meet changing needs. As the needs 
of the students, teachers, and organization as a whole change, so too may the demands and 
approach of the leader. This will be important to remember as implementation of the 
improvement plan is initiated. 
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This improvement plan would be more of an adaptive challenge, requiring teachers to 
examine their values and beliefs, specifically regarding how best to train students to take 
ownership and responsibility for their learning. New learning strategies must be learned, which is 
a technical element, and Guskey’s (1986) model for teacher development suggests that some 
may need to simply practice the new pedagogy before they will accept it as relevant. 
Nevertheless, there needs to be a shared sense of the problem of practice so that a sense of 
urgency is created for why teachers need to learn and adopt new pedagogical strategies. Staff 
members will need more than information, some will need a rationale and a sense of moral 
necessity as they delve into the improvement plan. (Powell & Kusuma-Powell, 2015). Resistance 
is strongest at the initiation stage because this is where followers learn what skill and knowledge 
they will need to develop (Murphy, 2016). It is also the most crucial. This is why it is important 
to ensure that the problem of practice is shared and that as much as possible, it is accepted as a 
significant problem that needs to be addressed. 
One of the more challenging elements of this improvement model, one that may incur the 
most resistance, is the conviction that intelligent practices should be prescribed (Katz et al., 
2018). Informed prescription provides reasons in the form of evidence and research, for why a 
pedagogical practice would be considered intelligent, effective, and therefore, prescribed. This 
would first be shared with the guiding coalition team (Kotter, 2012) in anticipation of their 
feedback which will help strengthen the presentation for the whole staff. The sharing of the 
entire improvement plan would be shared with colleagues through one-sided messaging where 
the leader presents the arguments in favour of the advocated position (Lewis, 2019). Once a case 
has been presented to the staff about the problem of practice, and various pedagogical strategies 
to address the problem have been shared, the leader will share the importance of informed 
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prescription. After this is completed, in a formal PD session with the staff, an opportunity for 
discussion and feedback will be given. Anticipating questions or concerns about prescriptive 
practice, the leader will need to carefully engage in intellectual fairmindedness (Dow, 2013).  
Dow (2013) explains that fairmindedness means ensuring that individuals make every 
effort to rightly understand the concerns of others, to take the time to listen and, when ready, to 
respond succinctly and intentionally to the expressed concerns. Another opportunity will also be 
given at the following PD session so that colleagues will have the opportunity to think about and 
decide how to express their concerns. Conversations during the school day with individual staff 
members, asking them specifically about their thoughts and inviting feedback will be done as 
well, giving every colleague an opportunity to speak openly and frankly with the principal so that 
any questions can be answered and any concerns can be expressed. Resistance to change will be 
viewed as an opportunity for growth (Lewis, 2019). If the resistance can be demonstrated to 
bring helpful thinking to the change process, it will be accepted as part of the process.   
Change agents. Bound Yet Free Christian School is a K-12 school and historically, as 
the school navigated through various challenges, a division continued to grow between the 
elementary side (K-8) and the high school side (9-12). While there was always only one 
principal, sometimes the vice-principal was given a certain authority over the elementary 
teachers and students while the principal was more directly supervising the high school end. This 
model developed through a historical process of tension in the school, and this model did not 
alleviate the tension. When a new principal took over the responsibilities, he articulated a vision 
where the school was one school, over which there was one principal who had responsibility for 
all staff and students. This single leader approach is not without its challenges, but careful 
reliance on colleagues as change agents for developing a collaborative culture and not a 
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dictatorial one has been a key principle in the Christian servant leadership paradigm (Malphurs, 
2003; Northouse, 2016; Smith et al., 2004) exercised over the past years.  
The change process envisioned in this improvement plan includes developing leadership 
capacities of all the colleagues as they lead in their classrooms, and of some colleagues in 
particular as they lead a team of teachers through the change process and help create internal 
accountability structures (Kotter, 2012; Fullan & Quinn, 2016).  In this improvement plan, the 
focus is on improving teacher pedagogical practices across the K-12 spectrum. If we take 
“sharing the learning goal of the lesson” as the intelligent practice example, the primary teachers, 
may need to work on developing a way of articulating the goal of a particular lesson without 
significant teacher jargon, while the high school teachers may be able to take the learning goal 
directly from the curriculum documents. The vision, therefore, would be to develop three 
professional learning teams, one each for the primary, middle, and high school levels. One 
member from each team would be a member of the guiding coalition (Kotter, 2012). 
Each of the three levels have quality skilled leaders who could be lead change agents in 
implementing and maintaining the change process. At the same time, there are some who are 
probably more suited for this role. Mullan and Jones (2008) suggest that if schools are going to 
improve then principals must focus on the development of teachers and that this can be done by 
“assisting teachers to become partners in creating policy, designing curriculum, and improving 
education for all children” (p. 330). In consultation with the assistant principal, the principal 
would ask one of the teachers at each of the levels to serve on guiding coalition with me and 
serve as team leader in their respective divisions. Things to consider in recruiting team leaders as 
agents for change include, being eager to learn and reflectiveness, ability in giving guidance, 
being positive, and self-assured, being innovative and responsible, and being collegial and 
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collaborative (Van der Heijden, Geldens, Beijaard, Popeijus, 2015). If teachers are developing 
their capacities in other areas, or if they have no desire to be anything more than a classroom 
teacher, then it makes sense to find other teachers to serve as team leaders. In addition, there may 
be staff leaders who are already taking on a significant amount of responsibility in the school and 
it would prudent to ensure that leadership development and responsibilities are shared among the 
interested staff members. 
Additional supports and resources. In the teaching profession there is never enough 
time. When good teachers are preparing lessons, even when they have taught the material 
previously, they invest time and energy to ensure that lessons stay fresh and engaging to the 
unique group of students under their tutelage. There is an apparent irony learned from experience 
where teachers who are diligently working at the art and science of teaching are often found 
more willing to spend whatever time they can find on improving their practice while tired or less 
engaged teachers often lack the intrinsic motivation to engage in the work that they need more 
desperately. Of course, time by itself does not improve teacher practice. Guskey (2003) explains 
that while “effective professional development surely requires time, it’s clear that the time must 
be well organized, carefully structured, and purposefully directed” (p. 749). This is echoed by 
Fullan and Quinn (2016) who speak about clear direction and remaining focused on clear goals 
when initiating change. Currently, the school has K-8 business staff meetings and 9-12 business 
staff meetings once per month. Opportunity for professional development is made available for 
half a day three times per year, as per the public-school calendar. This will not be enough time 
for sustained implementation of this improvement plan.  
Time will be set apart at the August staff meetings to introduce the OIP plan and outline 
the problem of practice and potential solutions. During the school year, the various teams will 
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need to meet once per month in order to progress through the change process. These monthly 
meetings will be focused on a particular purpose so that they do not take more than an hour. In 
order to demonstrate an understanding of the time sacrifices made for these regular monthly 
meetings, when the half-day PD sessions come through the year calendar (students are sent home 
at noon), the teachers will be free to use those half-days for their own school purposes (e.g., 
report cards, preparing lessons, etc.). The goal is to have regularly scheduled monthly meetings 
focused on this improvement plan while being as efficient with the time as possible.  
Further support will be provided to the staff using guest speakers and formal 
presentations throughout the school year to help make sense of new initiatives and programs.  
There is a solid working relationship between the public-school system and independent schools 
in this province. While inviting some staff members to engage in development of expertise in a 
certain area can prove helpful, there is also some benefit to inviting objective presenters to make 
the case to the staff for a particular change. It increases the freedom of the staff to engage in a 
critical dialogue over a specific topic (Bates, Phalen & Moren, 2016). At the same time, should 
there be a motivated teacher, or a teacher who needs motivation, it is possible for the school 
leadership to invite particular teachers to develop expertise in a certain area and encourage their 
participation in building capacity in that area. The school is more than willing to cover the costs 
of any courses or workshops that would be available.  
Implementation challenges. As mentioned earlier, teacher reaction to the introduction of 
informed prescribed pedagogical practice may present a challenge. Once the staff sees the 
intelligent evidence for a specific practice, consent to collectively build capacity with that 
pedagogical strategy is likely to occur. However, choosing a specific intelligent practice for 
addressing the problem of practice while implementing a healthier change process may be the 
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greater challenge. One of the solutions for addressing the problem of practice includes building 
the teachers’ sense of self-efficacy which has an effect size of 1.39 (Hattie, 2017). Locke and 
Latham (2006) explain that self-efficacy is the confidence that an individual has for a specific 
task and that when this confidence is higher, the commitment to the goal is also higher. The 
process of building teachers’ sense of self-efficacy might best describe the outcome of the 
entirety of the OIP, in addition, of course, to student learning. In order to achieve this greater 
sense of efficacy, some of the other solutions will need to be studied and implemented. It will be 
important to have a high level of cooperation and likelihood of success when initiating the plan 
because “levels of perceived self-efficacy are also likely to increase as progress is made” 
(Morisano & Shore, 2010).  Therefore, a carefully selected pedagogical strategy will be chosen 
to help ensure initial success. 
The first goal that will be focused on in developing student ownership and responsibility 
will be on the teacher’s practice of establishing and sharing learning goals with students. This 
practice has an effect size of 0.68 (Hattie, 2017). Schunk (1990) demonstrates that students who 
receive learning goals choose the more challenging tasks and persist through them regardless of 
the previous assessments of their ability. Even more than this, receiving a learning goal helps to 
enhance metacognition skills such as planning, self-monitoring, and self-assessment (Locke & 
Latham, 2006). Building capacities of teachers in sharing the learning goals with students then, is 
an appropriate starting place. This is something that can be done consistently throughout a school 
year, by all teachers, at all grade levels, and without much expert training. Every teacher will 
have a curriculum document that provides learning goals, so the teacher will need to build 
capacity in communicating the specific learning goals in a way that students can understand. The 
successful implementation of this goal will also create the opportunity for creating wins (Kotter, 
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2012), and so motivate teachers to continue with the change plan. As teams of teachers move on 
to an additional intelligent practice, a focus on assessment as learning or teaching students how 
to self-assess, a key metacognitive skill will be encouraged. Teachers will help students assess 
their own progress towards the learning goal and help them learn how to learn. As students begin 
learning that they are, in fact, learning, growing in their knowledge and skills, they will develop 
a greater sense of self-efficacy (Morisano & Shore, 2010) which has an effect size of 0.71 
(Hattie, 2017).   
The challenge in this implementation process is to ensure that teacher self-efficacy is 
building simultaneously. Shabani, Khatib and Ebadi (2010) underscore the importance of 
professional development for teachers to fall within their zone of proximal development. It is 
important that assessment as learning not become a formal capacity building goal until the 
individual teams are ready to progress towards that goal. If teachers do not have a firm 
understanding of the variety of ways available in sharing the learning goal, their level of self-
efficacy may not grow, and such a change will not serve as a solid foundation for growth. In 
addition, it is the process for continuous improvement, even more than learning varied strategies 
for sharing the learning goal, which must be experienced by the teachers. BYFCS does not need 
to sprint through a myriad of solutions, but needs to slowly, intentionally, and collaboratively 
work through the change process. Teachers need time and opportunities for reflecting, 
dialoguing, and grappling with various issues that arise throughout the process. The guiding 
coalition will meet regularly to ensure that each team is carefully reflecting on their own 
progress and that issues that have arisen with one team are not ignored by another. Individual 
teams should not be restrained from progressing as they are ready, but it remains essential to 
ensure that they do not progress until they are actually ready to do so.  
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It will be important that the teams do not treat a single solution simplistically. Sharing the 
learning goal, for example, can be done prior to the lesson, after a hook is shared, or nearer the 
end of the lesson, asking students to articulate what they have learned (Marzano, 2007). It is 
more than simply cutting and pasting the learning goal from the curriculum document. 
Assessment as learning is more than simply asking students to assess their own work. Students 
need to learn from the feedback they receive from the teacher about their learning, what 
constitutes quality feedback when assessing their own work. It is a skill that teachers need to 
teach, model, and assess. Ensuring that the various solutions used in addressing improved student 
ownership for learning are treated with the weightiness they deserve will be the greatest 
challenge to implementation. There are no quick fixes.  
Some schools may have implementation challenges in regard to finances, extra 
professional development opportunities, etc. That is not the case, presently, at Bound Yet Free 
Christian School. The growth mindset of the organization is very strong, and investment in 
professional development is a major priority for the organization. Getting substitute teachers for 
classroom teachers pursuing relevant PD opportunities is not a problem. Many of the teachers at 
BYFCS are intrinsically motivated to become better practitioners. There are few, if any, cynics 
on the staff today. If a solid intelligent case can be made for improvement of student learning and 
teacher practice, most of the stakeholders will be behind the process and committed to it. 
Building momentum. One of the implementation challenges mentioned above was the 
potential that staff members look at a specific solution simplistically and move too quickly 
through the change process. There is also a real potential challenge in the leader slowing down 
team members unnecessarily, stifling their enthusiasm and momentum. In order to avoid these 
two challenges, regular informal meetings with teachers will take place by the principal with the 
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intention of providing formative assessment, a key practice for sustaining continuous 
professional development (Redman, Wiek & Redman, 2018). These visits will include ‘pop-in’ 
visits to the classrooms to see the strategy in practice and follow-up conversations about how the 
teacher perceives the strategy working. These discussions will also focus on the differentiated 
approaches to the specific strategy. In addition, administration will step into team meetings, 
offering encouragement, asking questions, and being prepared to answer questions that may 
arise.  
Momentum needs to be sustained, and this includes giving the staff members time to 
meet together. In addition to the monthly meetings after school, opportunity for a team to meet 
together during the school day could be arranged by supplying three/four substitute teachers as 
needed. There will also be opportunities for teachers to engage in peer observations which can 
assist in the development of reflective practice and so help colleagues develop their craft with a 
particular pedagogy (Siddiqui, Jonas-Dwyer, & Carr, 2007). Nothing needs to stop the teachers 
from pursuing this plan with intentionality and momentum. At the same time, nothing dams up 
momentum than a cancelled meeting. If a team meeting is cancelled due to illness or the like, a 
subsequent meeting must be arranged as soon as possible. If minutes for the meeting are not 
received by the principal within the expected week, a follow up with the team will happen. The 
principal is responsible for monitoring and evaluating teacher progress in order to assess the 
effectiveness of the school’s practices and its impact on student achievement (Marzano et al., 
2005). 
The teachers at BYFCS are not extrinsically motivated, but they do appreciate tokens 
recognizing when they go ‘above and beyond’. A significant gift from the Board of Directors in 
December, in addition to oral expressions of thanks for the effort put into this plan would be 
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appropriate. Refreshments for the monthly meetings would serve as a token of appreciation from 
administration. Words of encouragement from administration at the meetings, and in the 
informal discussions, will help maintain momentum among the staff. Celebrating successful 
implementation and measurement of a new teaching practice has to be intentional as well. 
Celebrating success is not something has always been done well at BYFCS and the 
administration in particular should aim to ensure that this is improved through gift cards, 
personal days, approval of longer PD sessions that may include travel, etc. There are lots of 
legitimate ways to celebrate success and maintain momentum for this improvement plan. 
Limitations. The focus of this improvement plan is on improving student ownership for 
learning through improved teacher pedagogical practice. One of the limitations in this plan is the 
mechanisms for teachers to measure the impact of their teaching strategy. Hattie’s (2009; 2017) 
meta-analysis synthesizes the impact of various strategies proposed in this improvement plan, 
but it will take significant effort to determine how to measure the impact of these strategies on a 
local level. In addition, if the argument is made that these are intelligent practices, it does not 
make a lot of sense to experiment with a control group who would not benefit from the strategy 
in order to measure the impact of it on the other group. 
Another challenge is in determining if the impact of one strategy can be measured in 
isolation from the change process itself and from other strategies in use. As teacher self-efficacy 
improves through the change process or as a new pedagogical practice is added to a recipe of 
other good practices, the impact may be exponential or slight. It is a commitment to the 
evidences of others and articulated in this improvement plan, as well as a commitment to 
continuous improvement that may need to guide future steps, rather than immediate evidence to 
significant impact on student ownership of learning in the short-term.  
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Change Process Monitoring and Evaluation 
 
Bound Yet Free Christian School has a strong commitment to growth and improvement 
that needs to be nourished. The teachers express a desire to improve their practice, but as so 
often happens, the busyness of every day keeps them from researching, experimenting, or 
measuring new ideas. This process of monitoring and evaluating the change process is probably 
the most significant challenge to the improvement plan as it requires the administrator to reflect 
on previous failed attempts to build capacities of teachers in sustained ways. This improvement 
plan seeks to make use of Kotter’s 8 step model (see Figure 2) and then implement Deming’s 
(2000) model of continuous improvement through his plan-do-study-act (PDSA) approach as 
outlined in chapter two. Kotter’s approach was outlined significantly in chapter 2 as it 
synthesizes the foundational approach to change while Deming’s approach focuses on the 
monitoring, evaluation, and continuation of change.  Key to Deming’s approach is an 
understanding of the difference between supervision and leadership (Evans, Thornton, & 
Usinger, 2012). As the change leader it will be important to focus on building capacities of the 
teachers and eliminating fear of taking risks by behaving as a leader more than as a supervisor. 
Hopefully the monitoring and evaluation of the change process is done with the right character of 
Christian servant leadership (Malphurs, 2003). It should also be noted that this application of the 
PDSA cycle is the first iteration at Bound Yet Free Christian School and therefore it might take a 
little longer and will be done with the various teams working at the same pace. Once the initial 
plans have been implemented and a solid understanding of the process for change and the 
rationale for the improvement plan are evident, the various teams will have more independence 
to pursue further pedagogies that address student ownership of learning. 
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 The initial steps include sharing the problem of practice, possible solutions, the change 
process, and the process for building capacities of teachers. This includes explaining what is 
meant by intelligent practices, namely those practice that are proven to have a significant impact 
on student ownership for learning (Katz et al., 2018). The initial steps also include an 
explanation of informed prescription of intelligent practices. This informed prescription gives the 
leadership of the school a foundation for requiring teachers to implement specific intelligent 
practices based on evidence. Once this foundation is laid, the school learning teams divided by 
primary, middle, and high school teaching levels, will begin their work on implementing the 
solutions articulated in this improvement plan. 
 Monitoring the process of change and evaluating it has been a significant struggle in the 
past. The key to addressing this challenge will be consistent communication with members of the 
guiding coalition, individual teachers, and with the staff as a group (Marzano et al., 2005). 
Crucial to this will be the success of sharing the initial plan and steps so that colleagues have a 
clear vision for the process. Asking teachers for their feedback will help to ensure that clarity has 
been achieved. When the teams meet, their first responsibility will be to articulate the vision as 
they understand it collectively. At the close of their first meeting, the team leader will summarize 
their collective vision and some initial ideas of the plan that the team has, to begin implementing 
the practice of sharing the learning goal with the students.  As the guiding coalition gathers to 
share their groups’ understanding and their initial ideas, collaboration across the school increases 
and the change leader has the opportunity to hear and assess how the shared materials are being 
understood and implemented. This meeting with team leaders will be very important as it will 
provide the change leader with an understanding of how well this problem of practice and the 
improvement plan are perceived within the staff. This session with the coalition also allows the 
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leaders to receive critical feedback from colleagues and will help to keep each team focused with 
clarity on the goal (Fullan & Quinn, 2016; Lipton & Wellman, 2012). 
 After clarity on the goal is articulated and the initial implementation steps are elucidated, 
individual teachers will share their responses to a questionnaire that provides feedback to the 
group about their own understanding of the plan. This questionnaire will include questions from 
Lipton and Wellman’s (2012) work in Got Data? Now What?: Creating and leading cultures of 
inquiry. The questions focus on the team members’ perception on the group’s plan in the areas of 
clarity of focus, whether the plan is inquiry based, focuses on learners and learning, develops a 
manner for collecting and sharing data, and if there is a sense of internal and collective 
responsibility and accountability. The individual team members share their responses with the 
team, and the team also answers similar questions as a group. The team leaders will then meet 
and share the groups’ responses and engage in a discussion about any concerns that arose. The 
change leader will also meet with the team leaders on an individual basis to ensure that all of the 
concerns of individual members have been addressed by the group or if there are any issues that 
have arisen in the group for which the team leader would like advice. 
 This will lead the teams into the ‘doing’ process where they begin to implement their 
plan and adjust teaching practice. It will be important for the change leader to give the teams the 
freedom to implement their change plan as they see appropriate. It is possible that there are 
different times and ways to share the learning goal with the students in a particular lesson and at 
different grade levels. Differentiation is key. There are also different ways to assess the impact 
that sharing the learning goal, for example, has on student ownership of learning. Mandouit 
(2018) suggests: 
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four main uses of student feedback, in: (1) providing feedback to teachers on their 
practices; (2) as a measure of teacher effectiveness for administrative purposes; (3) to 
provide information for prospective students in course selection, and, (4) data for use in 
research on teaching. (p. 756)  
 All four of these purposes can be useful for monitoring and evaluating the change process 
for the various teams, the team leaders, and for the change leader.  Brennan and Williams (2004) 
suggest that using student feedback is also effective for “enhancing the students’ experience of 
learning and teaching” (p. 11). Mandouit (2018) explains that the most effective approach to 
garnering student feedback is through the form of questionnaires using agree/disagree statements 
as well as open-ended questions. In addition to the use of questionnaires, Brennan and Williams 
(2004) include discussion groups, whole class discussions in a seminar setting, as well as 
informal discussions with individual or groups of students. This feedback is important, and the 
learning teams will need to discuss what the appropriate procedures for the various grade levels 
will be for collecting the feedback. In addition, there needs to be a level of trust and vulnerability 
in a collaborative approach to improve practice. Sometimes student feedback is harsh, unfair, or 
unbalanced (Mandouit, 2018). Teachers will have to assist each other discern helpful meaningful 
feedback from unhelpful feedback. Sharing raw data from the student feedback can be a 
challenging thing to do, and teachers will be encouraged to share openly and honestly in order to 
gain as authentic a sense of student growth as possible.  
 During this ‘doing’ stage, teachers will be given time to visit with each other. They will 
monitor each other through classroom visits and follow-up conversations. Minutes of the team 
meetings will include a sharing session where each teacher shares their observations of another 
teacher in action. These shared minutes will allow the change leader to ensure that collaboration 
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is being practiced in a meaningful way and that cooperation between teachers is functioning well 
(Mannion & Mercer, 2016). It is also during this stage that the change leader will visit the 
classrooms looking for evidence of the strategy being used by the teacher, such as the goal of the 
lesson on the board, hearing a discussion between teacher and students about the learning goal, 
and/or having the students articulate the learning goal at the conclusion of the lesson. Follow up 
conversations will focus on what the change leader observes, as well as the team’s plans as 
shared previously. A discussion about why the strategy is being used, the various opportunities 
and methods of applying the strategy will be had, and evidence that feedback from students is 
being gathered will be shared. This will also provide individual teachers an opportunity to 
express concerns or ask questions of the change leader about any issues they may be having 
during this process. 
 The next stage in Deming’s (2000) PDSA model is the Study stage. This stage is focused 
on using the data from student feedback and teacher observations about the impact that the 
particular strategy is having. This is an effort to compare experiences, to determine if classroom 
experiences are meeting the expectations anticipated, and if there are some anomalies 
experienced through the process. Teachers will discuss how sharing the learning goal for 
individual lessons helps students understand the purpose of the lesson better. They will discuss 
how sharing the learning goal before the lesson, during the lesson, or after the lesson helps to 
keep students engaged and how each approach has certain benefits for student learning. Teachers 
will study how effective their plan is for introducing a new strategy, gathering feedback, and 
making adjustments. This process is driven by the effort to deepen learning (Fullan & Quinn, 
2016). As one of the four drivers for change, deepening learning includes a process that serves  
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to strengthen the specificity of instructional practice and its causal efficacy in making a 
difference to learning… knowing your impact is not just a matter of being responsible for 
outcomes but it also reverberates back to clarify how teaching and learning can be 
strengthened. (p. 89) 
 As teachers discuss their findings, they start challenging nuances and can get a sense of growth 
and development in their own self-efficacy.  
 As teachers learn from each other and from student feedback and student work, 
adjustments to the original plan may be required. Evan, Thornton, and Usinger (2012) suggest 
that collaborative inquiry directed by student work helps teachers to develop necessary skills for 
helping individual students learn, helps them respond to the challenges the school is 
experiencing, and helps to forge new plans of action to positively affect student achievement. For 
example, the language being used at a specific grade level may be inappropriate; it may be too 
difficult or simplistic. It is also possible that the questionnaires or conversations pursuing student 
feedback are not providing the kind of feedback that is necessary for teachers to make informed 
decisions. Before formal adjustments to the plan are finalized, the team leaders will meet 
together to share experiences. They will report how the various plans are implemented and what 
some of the challenges and successes are as they experienced them. They will listen to each other 
and report back to their individual teams to see if the experiences of other teams might assist 
their own team in meaningful ways. Once all feedback is assessed by the various teams, formal 
amendments to the original plan may be made and shared with the team leader. It is also possible 
that studying the impact of the pedagogical strategy demonstrates that the team has made 
considerable progress and that it may be time to focus on a different strategy that addresses 
students’ ownership of learning, such as assessment as learning. 
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 In either scenario mentioned above, the various teams are now in the “act” stage of the 
PDSA cycle. It is here where implementing the adjusted plan takes place. This includes either 
implementing new strategies applied to the original pedagogical practice, or the implementation 
of a second practice. The ‘acting’ component of this cycle requires teachers to try something 
different from the previous attempts in order to improve student ownership of their learning. 
Once again data is collected and shared with the team before a change or additional pedagogical 
practice is implemented.  
 Evaluating the impact on learning will be a challenge. Teaching is not a pure science and 
every group of students is unique, as is every interaction between a teacher and students. 
Teaching is both a science and an art (Marzano, 2007) and requires teachers to respond and act 
without a lot of time for reflection. Reflective practice is an important role of being a teacher 
(Bolton, 2010). Asking teachers to reflect on the change process procedure, as well as their 
experience in the implementation of a new pedagogical practice will be a key element in 
evaluating the impact, initially. This will be guided reflective practice so that teachers can also 
build this capacity as they seek to ask themselves pertinent questions about the impact of their 
own teaching experiences.  
The introduction of one single pedagogical practice will not, by itself, change the culture 
of the school wherein students increasingly take responsibility for their own learning. However, 
the change leader will be able to evaluate the implementation of intelligent practices on a 
consistent basis by making regular visits to the classrooms and engaging teachers in dialogue 
about using and experimenting with the intelligent practices. The change leader will also have 
the opportunity to engage students about their learning. As teachers introduce new practices to 
their classrooms, discussions with students can help provide the change leader with the students’ 
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perceptions of the change. As students begin to see a shift in how the teachers are seeking to 
place greater ownership for learning onto the students, the change leader should be able to hear 
and observe a change in student vocabulary and practice. Asking students questions about why 
the teacher might introduce a learning goal, or to explain why students have to assess each 
other’s work, or their own work by means of a rubric, will demonstrate to the change leader that 
students have an understanding for why they are engaged in the practices they are engaged in, 
and perhaps can appreciate why the teachers are so insistent that these things are done 
consistently. 
 Another element of evaluating the impact on the improvement plan will be through 
another external evaluation, most likely in the year 2023. Recalling that the previous external 
review (BYFCS, 2018) made the recommendation to build capacities of teachers in the area of 
newer pedagogies, the follow-up external evaluation will inquire to see if such improvements 
have been made and attempted. External evaluators will send out questionnaires to past and 
present students as well as present teachers, parents, administrators, etc. They will visit 
classrooms and observe teachers in action as well as engage in interviews with current teachers 
and students. This review will help identify the change of culture and growth since 2018. It 
would be the change leader’s goal to have developed a culture of continuous improvement and 
improved student ownership of learning by then. 
 The continuous improvement element will also need to be evaluated and monitored. In 
the previous paragraphs the first iteration of change was outlined and a plan for monitoring and 
evaluating that was articulated. Continuous improvement might quickly become tiresome 
vocabulary because the work is never done. As committed life-long learners, teachers know the 
improvement of practice is never complete. We will never be perfect teachers, but we must 
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always strive to improve. The key element in this improvement plan to ensure a culture of 
continuous improvement will be to keep the teams motivated and the team leaders engaged in the 
change process. One of the greatest motivators for teachers to persevere in developing their 
pedagogical practices would be the impact on student learning. Teachers need to be confident 
that their efforts are fruitful and that there is reason to continue pursuing improve pedagogies. 
This will also improve the teachers’ sense of self-efficacy which has an even greater effect size 
than any of the other solutions to the specific problem of practice. As teacher self-efficacy 
improves, so to will student learning and self-efficacy. It will be important for the change leader, 
with the assistance of the Board of Directors, to celebrate successes and express appreciation to 
the teachers for the diligence in seeking to improve their practices. Schunk (1990) explains that 
“rewards plus goals resulted in the highest self-efficacy and division performance” (p. 74). This 
can be applied to the students as well as to the teachers.  
 Monitoring and evaluating the work of this improvement plan will take much wisdom, 
humility and confidence (Marzano, et al., 2005). Making the time for intentional classroom 
visits, dialoguing with students, teachers, and team leaders, and listening and looking for changes 
in behaviour by teachers and students will be the key elements in monitoring and evaluating the 
impact of this plan. The snapshots of the challenges in the school were articulated in the external 
reviews (BYFCS, 2014; 2018) and future external reviews will, hopefully, demonstrate that 
previous concerns were addressed professionally and efficiently. Determining the successful 
implementation of this process will be ongoing, but it will be considered successful if students 
demonstrate a growing responsibility for their own learning, and teachers and contentedly 
engaged in learning teams focused on improving the art and science of teaching in order to 
improve student learning. 
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Plan to Communicate the Need for Change and the Change Process 
A communication plan needs to be implemented carefully and intentionally. Included in 
this communication is why this problem of practice is the one being addressed while different 
stakeholder groups may identify other priorities. Jawahar and Mclaughlin (2015) make it clear 
that “organizations are unlikely to fulfill all the responsibilities they have toward each primary 
stakeholder group” (p. 397). They also underscore the importance of knowing the values and the 
relative influence of the various stakeholders as well as the current context of the organization in 
order to anticipate the various responses to this change proposal (Jawahar & Maclaughlin, 2015). 
Lines, Selart, Espedal, and Johansen (2005) make it clear that significant organizational change 
is a “critical trust building or trust destroying episode in a long term and ongoing relationship 
between the organization, represented by its management, and non managerial employees” (p. 
222). This highlights how important communication and implementation strategies really are. 
The goal is to build on the foundation of trust that has been established over the years. A 
gracious community can overlook a lot of errors, but when significant time and energy is poured 
into an initiative, it remains crucial that care is given when communicating the need for change 
and the improvement plan. 
It is interesting to note, in the school context, how the students are the most crucial 
stakeholders while the communication about changes or improvements to their learning are 
almost always shared with the adult stakeholders as though their stake in the endeavour is the 
greatest. Of course, all the adult stakeholders have a strong desire to see the children in their 
community receive the best education possible and so this is not a dichotomy, but it is ironic. It 
will be important to include professional learning for teachers in communicating with students 
why the changes in their practices should benefit student learning. 
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There are a number of stakeholders who need to understand the relevance of this OIP, 
and the communication strategy will be targeted appropriately (Lewis, 2019). The parents and 
members of the school society need to understand how such a change will improve student 
learning, that the changes are not fads, unfounded, or arbitrary. The Board of Directors needs to 
understand why investing in teacher training in the areas suggested are worthy of investment. 
They need to see the connection between this plan and the external reviews (BYFCS, 2014; 
2018). The staff, however, would be the most crucial set of stakeholders who need to really 
understand the entirety of this plan together with its nuances. They need to be convinced not only 
of the problem of practice, but even more, how the OIP will be successfully implemented and 
how it will start addressing the problem in a relevant manner. 
In October of 2020, during a Membership Meeting of Bound Yet Free Christian School, 
the principal will re-echo comments of the past demonstrating how the external evaluations 
(BYFCS, 2014; 2018) highlight the problem of practice. Focusing on the connection to the 
external evaluations demonstrates the relevance of the evaluations and their effectiveness for 
initiating change. Demonstrating the tangible benefits of the evaluations is one way of supporting 
the Board of Directors and of legitimatizing the investment. The 2014 external evaluation 
stressed the importance of improving academic performance and of making academics a greater 
priority. The 2018 external evaluation stressed the importance of teachers learning new 
pedagogies that align with the modern learning modalities of students. These two 
recommendations serve as a foundation for implementing this OIP.  
When members observe the connection between the evaluations and plan for change they 
will optimistically anticipate the changes, but they may soon become skeptical if students 
complain about the uselessness or lack of relevance of the practices. This is also why at the 
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membership meeting the principal needs to outline some of the new pedagogies before students 
practice them. This communication process would align well with what Lewis (2019) calls 
socialization where the organization shapes “the understanding its members have of the values, 
priorities, procedures…” (p. 83). When explaining concepts like “reflective practice,” 
“metacognition,” “goal-setting,” it is important that the members see the effect sizes and at least 
see a strong rationalization for implementing such strategies which they would have quickly 
dismissed as non-tangible or non-foundational. There is a general skepticism about new ideas 
within the membership and if parents only hear about new practices of teachers from students, 
they might get a wrong impression. By explaining the value of such practices, parents will be 
better equipped to support the efforts of the teachers. 
The Board of Directors is another group of stakeholders that will need to see the value, 
particularly, for investing school funds in the training resources that can better equip teachers for 
the changes that are needed. Goodson (2001) insists that institutionalization of the change 
“depends an accepted internal and personal mission, characterized by passion, purpose, 
investment, and ‘ownership’” (p. 58). The school’s Board needs to get behind–and ahead–of the 
change plan. They need to demonstrate their passion and support for the change, their 
understanding of the purpose for change, and their commitment to taking ownership for the 
change as they provide investment for implementing it. That is what is meant by ‘getting ahead 
of the change’. Before implementation by the principal and teachers takes place, a commitment 
of moral, intellectual, and financial support for the plan will assist in the successful 
implementation of it. The Board will have opportunity in June – August of 2020 to read the plan, 
investigate it, question it, provide suggestions, and to approve the plan for change. During these 
months, the principal will affirm the connection to the external evaluations, highlighting some of 
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the nuances that may not be shared with the broader membership. Once again, making the 
connection to these evaluations will also affirm the relevance of the Board’s investment in them; 
they really do make a difference to our school. Once the Board is convinced of the importance of 
the proposed change plan, and once they have committed to it as a team and are financially ready 
to invest in this change, a careful introduction and implementation among the staff members will 
take place.  
The introduction of the plan among the staff will be the most challenging. While 
colleagues at Bound Yet Free Christian School are committed to professional growth and 
building capacities, they really need to see the value and relevance of the proposal. Change for 
the sake of change is unacceptable practice. Of course, a quality leader would not execute change 
for change sake but might fail in adequately communicating the need for change. Before sharing 
the vision for change with the teaching staff (or with any of the stakeholders), the principal 
should have a clear understanding of the language that will be used to describe the vision. Fullan 
and Quinn (2016) make it clear that building a common language and knowledge base across the 
community of stakeholders is an important element in building capacities.  This will create a 
foundation for consistence in language and understanding among all the stakeholders.  
Fullan and Quinn (2016) also highlight the importance of identifying effective 
pedagogical practices which “typically begins with an analysis of best practices currently used in 
the district and an examination of the research to validate the model” (p. 89). In this proposal, the 
principal will have modeled this approach by introducing teaching staff to improved pedagogical 
practices based on solid evidence. The third element required for building precision in pedagogy 
would be to have a plan to “provide consistent and sustained capacity building” (Fullan & Quinn, 
2016, p. 89). This plan needs to be clearly understood by the principal, shared with the guiding 
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coalition to receive feedback, in order to be changed, improved, and rearticulated before sharing 
it with all the teaching staff.  
Once the plan is firmly understood by the principal and affirmed by leadership 
colleagues, the process for sharing with the staff becomes a priority. One of the things to be 
considered is how members of the coalition could be use for implementing this proposal. This 
would prevent the staff from getting a sense that the principal is the ‘sage on the stage’ but that 
there is already some buy-in from some of the staff members. Stoll and Temperley (2009) 
explain that one of the benefits of working with a team of varied personnel, are the ideas 
generated by such a mix of teachers with different expertise levels and ideas. Maeroff (1993) 
argues that teacher teams can be used as a lever for change and suggests that developing teacher 
leaders can be integral when seeking to make significant change in the organization. By using 
members of the coalition to share the messaging of some of this improvement plan, they can 
serve as levers for change and demonstrate that they have already started to develop some level 
of expertise with regards to the plan that is worth sharing. 
Lewis (2019) outlines some of the pros and cons of presenting the proposed change by 
means of a one-sided message or a two-sided message, a refutational message or a non-
refutational message. A two-sided message outlines the rationale for the proposal while also 
engaging with opposing arguments. This approach can demonstrate a leader’s capacity for 
discernment and may build confidence of staff members that careful thought and research has 
been done in the development of this proposal. If one were to choose a two-sided approach, then 
they must also choose between a refutational message where the opposing ideas are shared and 
refuted, and a non-refutational message where the opposing ideas are shared but not refuted.  A 
one-sided message simply outlines the arguments supporting the proposal. This approach tries to 
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build momentum and enthusiasm without giving fodder for those who are quick to be critical. 
Lewis, Laster, and Kulkarni (2013) explore the different dynamics of these various approaches to 
communicating change and concluded that within the context of less risky change, that “one-
sided messages were superior to two-sided non-refutational messages in terms of producing 
favourable responses” (p. 299). In the context of high-risk change, they conclude that a “two-
sided refutational message is necessary in these circumstances” (Lewis et al., 2013, p. 302). The 
proposed change at BYFCS would be considered low risk. No one’s employment status is at risk. 
The organization will continue to be engaged in its mission despite how well the improvement 
plan is implemented. The risk is low but the rewards in improving student learning can be high. 
Therefore, the principal will use a one-sided messaging approach when sharing the plan with 
teaching colleagues.  
 In communicating a one-sided message, it is important for the principal to remember that 
this project has been three years in the making and that things taken for granted because of time 
and research poured into the improvement plan, are not shared by colleagues. Bjorkman (2009) 
explains that organizations need to consider the message’s content, the method of messaging, 
and the timing of communicating the message. The timing for the initial steps will be at our 
annual August staff meetings. This is when enthusiasm for engaging in the preparatory work of 
teaching is at its highest. The content for this improvement plan needs to be chunked. It is very 
easy to overwhelm colleagues with too much information. The principal will outline how three 
morning sessions will be used to introduce the improvement plan. The afternoons will be left for 
teachers to engage in their own preparations so as not to take up a lot of their brain space with 
more meetings. Session one will be an introduction to the problem of practice. Careful 
consideration will be taken to ensure that the meeting is not demoralizing by placing blame on 
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teachers for this problem. Rather, the problem of practice will be framed within in a context for 
improving student learning, a shared goal among teachers.  
The second session will outline the improvement plan, its philosophical underpinning, 
and the importance of working collaboratively in developing prescribed pedagogical practices. 
This second session will be the most challenging as teachers are trained within the context of 
professional autonomy. Katz et al. (2018) are proponents of informed prescription but they 
recognize that “prescription is basically a swear word among school practitioners. It connotes a 
lack of autonomy and… of respect for professional judgment” (p. 23). The improvement plan 
will be shared while supporting the concept of engaged autonomy (Gabriel, Peiria, & Allington, 
2011) where autonomy is understood as a means to encourage teachers to be creative, innovative, 
and to develop independently while developing a sense of collaboration and sharing expertise 
and experiences. Because the teachers will not be developing the improvement plan together, but 
will be implementing it together, the buy-in for certain pedagogical practices may be 
inconsistent. Some teachers may object to sharing the learning goal despite the evidence it has on 
improving student learning. This will require one-on-one conversations and further elucidations 
for why such a practice is being prescribed. It is conceivable that some teachers will research 
why certain practices prescribed are detrimental, and at that time the leader will need to engage 
in refutational discussions but will do so in private conversations.  
The third session will explain the process for ensuring a culture of continuous 
improvement and collaboration (Fullan & Quinn, 2016; Deming, 2000). The process is new to 
BYFCS and past attempts for implementing change have not been as successful as hoped, in 
large part due to the lack of clarity and follow-up by the change leader. Before outlining this 
process as articulated earlier, it is crucial that key leaders in the organization have bought into 
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the vision for implementing change. Confidence in the research and implementation strategy will 
be strengthened by the affirmation of key stakeholders who can provide feedback before the plan 
is implemented. When introducing this plan of action to teachers, the leader will be open to 
receiving feedback that can assist in improving its effectiveness. Sergiovanni (2007) suggests 
that the use of collaboration and shared decision-making by stakeholders directed towards a 
common goal is the most effective in leading to positive change in schools to support student 
success. While the main goal may be set by informed prescription, the process for attaining it 
may look different among the various collaborative teams within the school. Mannion and 
Mercer (2016) demonstrate how team sessions where collaboration is practiced can be useful in 
embedding ideas into practice. By working together and developing a culture of internal 
accountability (Fullan & Quinn, 2016), teachers are able to experiment with different approaches 
towards the same goal, provide each other feedback, and hold each other accountable for 
progress towards the goal. Once this formal process of communication is completed, a process of 
regular feedback, team meetings, quarterly staff meetings, and informal conversations will take 
place to continue monitoring and encouraging progress of individual teachers and teams of 
teachers. 
A growth mindset and development of practice or building capacities are expected of 
professional teachers within BYFCS. However, the principal has the freedom to develop 
strategies for celebrating the attainment of goals by the staff as a whole, a team, and by an 
individual teacher. In most instances, a word of encouragement and acknowledgment for success 
and progress will suffice. Northouse (2016) explains that throughout a change process a 
charismatic leader expresses “high expectations for followers and help[s] them gain a sense of 
confidence and self-efficacy… [and] ties followers and their self-concepts to the organizational 
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identity” (p. 165). These ideas resonate with the principal of BYFCS who seeks to create a sense 
of cultural identity wherein the organization is always working towards improvement. When 
teachers feel like they are not living up to expectations they can be quickly demotivated and 
express their frustrations in different ways. Gauging teacher motivation, understanding, and 
progress towards the prescribed goals will require regular conversations which are an integral 
part of communication. A Christian servant leader seeks to care for the needs of followers 
(Malphurs, 2003). Some teachers may feel overwhelmed by the responsibilities or may envision 
a task far more monumental than expected. Caring for and encouraging colleagues through the 
change process will be significantly important for success. When teachers have experienced 
success, they appreciate being acknowledged for their dedication and perseverance towards the 
goal. Extrinsic rewards or incentive pay programs do not serve as motivators for professional 
teachers (Yuan et al., 2013) but when random tokens of appreciation are extended to teachers for 
their hard work, dedication, and success, they are truly appreciated. It is the genuineness of the 
comment or the gift that makes them effective.  
Next Steps and Future Considerations 
 In anticipation of communicating effectively, the next steps must include carefully 
crafting appropriate targeted summaries of this proposal (Lewis, 2019). A written summary for 
the Board of Directors will be done first, demonstrating the connection between the external 
evaluations (BYFCS, 2014; 2018) and the improvement plan. This written report must also 
include tangible opportunities for the Board’s investment so that they can actively invest in the 
success of this proposal (Owings & Kaplan, 2004). A targeted visual report (e.g., PowerPoint, 
Prezi) will be developed for the school’s membership. The biggest challenge will be to 
considerately prepare a logically comprehensive strategy for implementation of this 
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improvement plan among the teaching staff. Developing careful chunking of steps and ideas, 
exploring differing proposals with the guiding coalition, and preparing clear logical outlines for 
staff members and team leaders are all part of the next steps. 
 Asking various teaching staff to be part of the guiding coalition (Kotter, 2012) in 
implementing this proposal will also need to be done before the end of the 2019-2020 school 
year. In discussions with the assistant principal, a request will be made of a teacher at the 
primary, intermediate, and senior ends of the school to be a member of the guiding coalition for 
this improvement plan. The choosing of teachers to be a part of this leadership team requires 
wisdom, as there are some teachers who need to be given the opportunity to develop leadership 
capacities because they have demonstrated skill in this area. There are other teachers for whom 
an opportunity like this will enhance confidence and self-efficacy (DuFour & Berkey, 1995). 
Choosing one teacher instead of another will have its own consequences and may require a few 
individual conversations also with teachers that are not requested to be a member of this team. 
Developing a plan of action for this team will be a priority so that they have a firm grasp of their 
role in this plan and in sharing it, before it is shared with the rest of the teaching staff.  
 This proposal only highlights a few of the pedagogical practices that teachers can use to 
improve student ownership and responsibility. As the school teachers and leaders continue to 
implement these practices, further research will need to be done to prioritize other pedagogies 
that can be investigated, practiced, and utilized in order to help students in this area (Leithwood, 
2013). This can be done collaboratively in order to develop a culture of continuous improvement. 
Certain practices are prescribed in this proposal, but as we develop a greater understanding of the 
purpose of the plan, greater flexibility and collaboration can be explored. As teachers understand 
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the urgency of the problem of practice, they may increasingly seek out alternative pedagogies for 
future use towards the same goal (Marzano, 2007; Kotter, 2012).  
 Knowing when success is being achieved is also an area that needs further exploration. It 
can be a challenge in knowing exactly when or how students are increasing their independence 
and responsibility for their own learning. On an individual basis, the growth may be insignificant 
or significant, but on a larger scale, the growth may not be as clear. Some teachers or students 
may not notice incremental growth, but hopefully, over the course of a single school year, 
teachers can identify changes in student character and practice that demonstrates greater 
ownership of learning by the students. Gathering student feedback in September and again in 
May would also be a helpful way to see if there is improvement in this area. Such feedback helps 
to improve student learning by giving teachers meaningful feedback that can be used to make 
necessary adjustments (Mandouit, 2018). During the initial implementation year of this proposal 
specific questions about new practices will be the focus for student feedback.  
 Another element for next steps is to consider how the OIP might be more generalized for 
similar schools to BYFCS. This OIP touches on many different elements of change leadership 
that can be shared with other school leaders as a means of encouraging them to pursue best 
practices in leadership. Sharing the models for improving schools as articulated by Fullan and 
Quinn (2016) in Coherence: the right drivers in action for schools, districts, and systems, and by 
Katz et al. (2018) in The Intelligent, responsive leader can help engage leadership colleagues in 
critical discussions about how we lead change in our schools. Elements of this paper can be used 
to engage leadership colleagues in discussions about strong pedagogical practices and the 
rationale for the use of informed prescription for intelligent practices. Pursuing opportunities for 
sharing elements of this plan will be endeavoured. There are bi-annual principal conferences, 
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES 102 
 
 
 
annual teacher conferences, local professional development days that can be made available for 
sharing some of these elements and making connections with various organizations across the 
country. It would be a personal goal to assist in creating opportunities for making this local OIP 
of some benefit to an increasing number of Christian schools, their teachers, and their students. 
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Appendix A 
 Implementation of Change Process: Share, Plan, Do, Study, Act & Continuous Improvement 
Change Plan 
Process 
Leadership Action Process Indicators Timeline 
Share Develop a guiding coalition 
from among the staff (Kotter, 
2012)  
With advice from the assistant 
principal and through 
discussions with and 
observations of staff 
members, seek out one 
member from the primary, 
intermediate, and high school 
ends, together with the 
resource teacher and assistant 
principal to form the guiding 
coalition / leadership team. 
The guiding coalition will 
have met twice in June of 
2020 to be introduced to 
the OIP and to discuss any 
questions or concerns they 
may have before this is 
shared more broadly. 
June 2020 
Share Share the concepts of the 
leadership change approach 
outlined in the OIP, namely, 
the guiding principles of an 
intelligent, responsive leader 
(Katz et al., 2018). 
At a school board meeting, 
share the principles of an 
intelligent, responsive leader. 
 
At an August staff meeting, 
share the principles of an 
intelligent, responsive, leader 
with the staff. 
Teachers understand that 
the intelligent, responsive 
leader may make certain 
changes to a requirement 
based on evidence, while 
giving opportunity and 
freedom to teachers to 
creatively soar towards 
excellence (Katz et al., 
2018) 
August 2020 
Share and listen Share, identify, and articulate 
the problem of practice; listen 
to colleagues about how they 
perceive the problem of 
practice today. 
At an August staff meeting, 
share the problem of practice 
and engage staff members in 
small and whole group 
discussions. 
 
Meet with guiding coalition to 
garner feedback about how 
Teachers will be able to 
articulate what the 
problem of practice at the 
school is. They will be able 
to do so using their own 
language and experiences.  
August 2020 
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teachers are perceiving things 
thus far. 
Share and Plan Share, identify, and articulate 
various pedagogical strategies 
that can be identified as 
intelligent by which is meant 
that evidence demonstrates 
their effect size. 
 
Choose one such strategy and 
mandate teacher use – begin 
collective capacity building in 
this pedagogical strategy 
Remind staff of what 
intelligent practice is. 
 
Outline that there are some 
intelligent practices that are 
shown to have a significant 
effect size (e.g., sharing 
learning goals; academic 
press) (Hattie, 2009; 2017). 
 
Work with staff to determine 
a strategy and plan for all of 
us in which to build capacity.  
Staff will be able to 
articulate what an 
intelligent practice is. 
 
Staff members will be able 
to demonstrate how some 
pedagogical practices have 
a demonstrated effect size. 
 
Staff will work 
collaboratively to choose 
one intelligent practice in 
which to develop our 
capacity as a group 
Before the school year, 
2020 (August 2020). 
Plan Initiate a planning process for 
determining a capacity 
building strategy with the 
staff.  
The staff will work together in 
developing a process where 
each member plays a vital role 
in learning more about the 
strategy and its 
implementation with a 
willingness to share their 
learning with the group 
Each staff member will be 
able to articulate some of 
their own research on the 
agreed upon strategy (e.g., 
share the learning goal of 
each lesson with the 
students), identifying pros 
and (if possible) negative 
consequences for such a 
strategy.  
September 2020 
Plan  Initiate a planning process for 
implementation and internal 
mutual accountability for the 
pedagogical practice. 
Articulate the importance of 
developing learning teams 
where mutual accountability 
for the implementation 
strategy is shared among 
colleagues (Lipton & Wellman, 
2012).  
 
The various learning teams 
will be able to share a 
written plan and rationale 
for implementing the 
strategy at their grade 
levels. This plan will include 
strategies for measuring 
the impact of the new 
October 2020 
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Staff members will meet in 
small groups to discuss 
implementation and 
measurement strategies, as 
well as opportunities for 
mutual internal accountability 
(Fullan & Quinn, 2016). 
strategy, as well as for 
mutual accountability in 
implementation among the 
team members. These can 
include student 
questionnaires, peer 
classroom visits, student 
conversations, etc. 
Do The implementation of the 
new strategy will begin. 
Teachers will be given 
opportunities to implement 
the plan in accordance with 
their planning session from 
October as the principal 
provides them every 
opportunity available to them 
as a school. 
 
 
The teachers will begin 
implementing the strategy 
according to their plan, and 
begin recording the 
effectiveness of the strategy 
according to their plan for 
measurement and 
accountability. 
As the administrators walk 
through the classroom they 
will see an effort by 
teachers to implement the 
new strategy. The leaders 
will be careful not to 
engage in too much 
conversation but allow the 
process as articulated in 
their team plan to bear 
fruit 
November 2020 – 
February 2021 
Study School leaders will give the 
teams opportunity to meet 
together to discuss success 
and challenges in the 
implementation and use of 
the new strategy.  
From November 2020 – 
March 2021, teachers will 
have had opportunity (time 
set aside) to meet in their 
teams to discuss and 
encourage each other in the 
implementation of the new 
strategy. They will also discuss 
measurement and 
accountability strategies. 
Changes to their initial plan 
may be necessary to address 
new learning. 
 
Members of the guiding 
coalition will present 
minutes of their regular 
meetings sharing the 
highlights of some of the 
challenges and successes 
they have been 
experiencing in using the 
new strategy. 
 
The principal will attend 
various team meetings 
throughout the school and 
answer any questions or 
November 2020 – 
February 2021 
STUDENT RESPONSIBILITY THROUGH BUILDING TEACHER CAPACITIES     120 
 
 
 
provide feedback when 
prompted. 
Study This session provides an 
opportunity for colleagues to 
consolidate their experiences 
in and with the various teams.  
 
The goal is to have teams 
share with each other and 
learn from each other. 
Each team will make a short 
presentation about their 
implementation strategy, 
their measurement tools, and 
their accountability structure. 
They will then articulate how 
their experiences proceeded, 
how their regular team 
meetings fleshed out some 
joys and challenges, and some 
of the concerns or questions 
they may still have today. 
 
A whole group discussion 
after the presentations will 
ensue. This collaborative 
learning will allow the various 
teams to learn from the other 
teams and adjust their 
strategies accordingly. 
Each team will have made a 
thorough presentation on 
their experiences.  
 
Dialogue around the new 
pedagogical strategy will 
have matured significantly 
with all teachers using 
proper terminology and 
ably expressing their 
experiences in a 
professional way. 
March 2021 
Act The teams will be given 
opportunity to adjust their 
strategic approach to the 
pedagogical practice. 
Teams and teachers will make 
adjustments to their 
implementation and use 
strategy for the particular 
pedagogical practice. 
Teachers will still be using 
the pedagogical practice 
but may have made 
adjustments so as to 
improve student learning, 
based on feedback from 
colleagues, students, and 
administration. 
 
Continuous 
Improvement 
The initializing of the change 
process will have taken a lot 
of time in order to develop a 
strong understanding of the 
Once the various teams of 
teachers have gone through a 
model of change process, the 
individual teams will be able 
Once the formal change 
process for the first 
collaborative pedagogical 
practice has been 
May – June 2021 
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process for change. The goals 
above were focused on 
changing the culture around 
building capacities at Bound 
Yet Free Christian School. 
Once these practices for 
building capacities 
collaboratively have been 
established, a model for 
continuous improvement 
where other strategies aimed 
at helping students grow in 
independence and 
responsibility will be planned, 
done, studied, and acted 
upon. 
to choose one or two 
additional pedagogical 
strategies for study and 
implementation for the 
following term and/or school 
year.  
 
Each team will be working 
independently from the other 
teams in this area, although 
sharing experiences will 
continue to be the normative 
practice. The sharing, 
however, will be used perhaps 
to inspire various teams in 
their own choice of a new 
pedagogical practice to 
implement. 
completed, the various 
teams throughout the 
school will independently 
decide which new strategy 
to study and implement. 
 
The administration team 
will ensure that each team 
has a new goal / strategy to 
focus on before September 
2021 in anticipation of the 
team members 
implementation for the 
beginning of that school 
year. The process will be 
more streamlined and 
efficient. It would be the 
administrator’s goal to see 
two or three strategies 
planned, done, studied, 
and acted upon. 
 
